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Abstract 
Students with learning disabilities have been recognised in Saudi Arabian education 
policy since 1999. Supporting strategies and resources have been provided for 
students with learning disabilities in resource rooms with support teachers since 
2005. Although these students are well supported academically in many schools in 
Saudi Arabia, there is scope for further support, particularly related to socio-
emotional issues such as improving social interaction with peers, building a sense of 
acceptance, and encouraging engagement in class activities. Schools tend to be 
places of anxiety and stress for these students, due to the academic difficulties that 
are associated with learning disabilities. The aim of the current study was to 
investigate the school-related stress experienced by girls with learning disabilities in 
Saudi Arabian schools. Also, the study investigated how these girls responded to 
their school stressors. Lazarus and Folkman‘s (1984) theory of coping was used as 
the framework for the study. The study involved five girls aged between 8 and 11 in 
four schools. Data were collected through interviews with the girls, their parents, and 
their teachers. Classroom and schoolyard observations supplemented the interview 
data.  
Findings indicated that teachers‘ mistreatment behaviours towards these girls 
were the most common areas of stress participants experienced and had the most 
negative impact on participants. Poor relationships with other students were also 
identified as an important source of stress. In addition, the Lazarus and Folkman 
coping model was useful to explain how primary school girls with learning 
disabilities in Saudi Arabia respond to school-related stress. This study presents the 
implications of applying the model of Lazarus and Folkman (1984) in interventions 
 iii 
to support students to be more resilient in coping with school stress. In addition, the 
model can be used to help evaluate their coping and problem solving skills. 
Consequently, there is a need to extend the role of the resources room program 
beyond academic support for students with learning disabilities through resilience 
intervention. Another implication is to raise teachers‘ awareness of all forms of 
teacher behaviours that impact on students‘ well-being by establishing positive 
student-teacher relationships and training of pre-service teacher education courses for 
all teachers. 
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Glossary 
Learning disabilities: refer to a range of learning disabilities, such as writing, 
reading, and spelling, but does not include the cause of any impairment due to 
cultural, economic, and environmental problems. 
Resource room: is a special classroom located in the regular school to support 
students with learning disabilities; also refers to the educational system that contains 
a special program provided for students, with individual and appropriate teaching 
suited to their needs, abilities and learning characteristics (Abu al-Qasim, 2006). 
Resource room teacher: an expert in special education and in teaching students with 
learning disabilities who has two main roles in identifying students with learning 
disabilities and building an individual educational plan for teaching students 
individually (Habib, 2006). 
Formal assessment: refers to methods developed and applied internationally which 
identify students with learning disabilities.  
Informal assessments: refers to standardised tests built and reviewed by specialist 
teachers, resource room teachers, education supervisors from the Department of 
Learning Disabilities and educators from the School of Special Education at King 
Saud University in Saudi Arabia. 
Academic assessments: refers to the academic standard evaluations based on the 
curriculum, which were built by one resource teacher and reviewed by a team of 
eight specialists (Al-Abdullatif, 2009). 
 xvi 
Developmental assessment: refers to an informal standard assessment to evaluate the 
student‘s psychological processes.  
These psychological processes: mental function components that affect student 
learning and they refer to the basic cognitive processes of perception, memory and 
attention (Bender, 2008). 
Stress: is an individual‘s reaction to situations, events, or circumstances that place a 
physical or psychological demand on that person (Selye, 1984). 
School-related stress: refers to all stresses students experience at school or related to 
school.  
Academic stress: refers to stress emerging from experiences associated with school 
and learning. 
Stress related to teachers‘ mistreatments: refers to stress that students experienced 
due to teacher poor treatment as teachers‘ abusive behaviours (Piekarska, 2000). In 
addition, McEachern, Aluede, and Kenny (2008) referred to stress caused by 
teachers‘ poor treatment as emotional abuse of the students by teacher.  
Teachers‘ mistreatments: refers to teachers‘ poor treatments experienced by students. 
Coping: refers to the ways in which people deal with challenging situations (Hayes & 
Stratton, 2012). 
Adaptive coping: refers to the positive ways of dealing with problems and reducing 
stress. 
 xvii 
Non-adaptive coping: refers to the practice of ignoring problems and becoming 
involved in unhealthy activities, such as drug use, rather than addressing the main 
issue (Maynard & Welch, 2009). 
Wellbeing: refers to the outcome of an effective coping strategy (Frydenberg, 1999). 
Also it is ―optimal psychological functioning and experience.‖ (Ryan & Deci, 2001, 
p. 142). 
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Chapter 1: Introduction 1 
Chapter 1 Introduction 
1.1 Introduction  
Young students are vulnerable to many stresses and worries that emerge from their 
school experiences. Students with learning disabilities tend to have mental health 
problems and struggle in building relationships (Elksnin & Elksnin, 2004). There are 
differences between the sources of stress and coping behaviours of students with 
learning disabilities and with mainstream students who do not have learning 
disabilities (Geisthardt & Munsch, 1996; Helms, 1996). While the experiences of 
stress for students with learning disabilities have been studied internationally, no 
studies were found concerning the experiences of students with learning disabilities 
in Saudi Arabian schools. In addition, the previous studies were quantitative studies. 
Therefore, this present study is novel in that it investigates the school-related stress 
of five Saudi primary school girls aged 8-11 years, who were identified as having 
learning disabilities in reading, writing, and maths. In addition, this study explored 
how these five girls coped with the school stress they experienced during the 
semester when this study was conducted, as well as in the previous semester. The 
aim of this qualitative study was to gain an overview of the possible stressful events 
that occur during typical school days at a girls‘ primary school that impacted on girls 
with learning disabilities. 
This chapter presents the introduction (Section 1.1) and the background of the 
study (Section 1.2), the educational system in Saudi Arabia (Section 1.3) and the 
special education sector in Saudi Arabia are profiled (Section 1.4). The personal 
impetus for this study is presented (Section 1.5), followed by discussing the role of 
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the researcher as insider in Section 1.6. The research problem and research questions 
are then discussed in Section 1.7, followed by the significance of the study in Section 
1.8. The context of the study is presented in Section 1.9 and, finally, the structure of 
this thesis is outlined in Section 1.10. 
1.2 Background of the study 
There are seven categories of special educational needs recognised by the General 
Secretariat of Special Education (GSSE) in Saudi Arabia: intellectual disabilities; 
visual impairment; hearing impairment; autism; physical disabilities; learning 
disabilities; and students with gifts and talents (Al-Ajmi, 2006). In addition, students 
with learning disabilities tend to be the largest group of students with disabilities in 
Saudi Arabia and in other cultures. For example, Abunayyan (2001) cited that about 
7% of the students registered in Saudi primary schools received support services for 
those with learning disabilities. Although there has been a significant effort in Saudi 
Arabia to cater to students with learning disabilities since they were recognised as a 
group in 1999 (Al-Ajmi, 2006), there remains a lack of support for problems for this 
group of students in Saudi Arabia, such as poor interaction with teachers and 
difficulty engaging with peers and handling severe learning disabilities. 
Consequently, the phenomenon of school stress in the Saudi context needs to be 
investigated in order to develop intervention protocols to cater to these students. 
There have been no empirical studies into the area of school-related stress of 
students with learning disabilities in Saudi Arabia. Therefore, there is little known 
about the school stress that these students experience, how they cope with their 
academic, social, and emotional stress related to school, and the support or 
recognition that exists at the school level. This study is particularly worthwhile, as 
Chapter 1: Introduction 3 
the educational system in Saudi Arabia provides different educational pathways for 
boys and girls. Hence, there is potential for a greater understanding about the 
influence of the social and cultural contexts on this phenomenon through this 
research. This understanding can contribute to theory on the phenomenon of stress 
and coping, but it also has the potential to enable the educational authorities in Saudi 
Arabia, teachers, and school administrations to develop policies, plan strategies, and 
provide resources for further supporting and addressing the needs of these children to 
adapt to their stressful school events. International research asserts that students with 
learning disabilities experience and struggle with school-related stress (Feurer & 
Andrews, 2009; Geisthardt & Munesch, 1996; Helms, 1995; Helms, 1996; Wenz-
Gross & Siperstein, 1998). In addition, quantitative studies of United States students 
with learning disabilities suggest that they lack coping and adaptation skills for 
facing and managing stressful situations (Helms, 1996), and hence these students 
experience even more stress. My proposition is that failure to cater to the needs of 
this group of students could have implications for their personal growth and could 
result in a loss of potential abilities. Their personal growth can be developed when 
they are supported in coping with their difficulties and when their strengths are 
fostered.  
1.3 Educational system in Saudi Arabia 
The educational system in Saudi Arabia has four distinctive characteristics that 
distinguish it from educational systems in most other countries. First, the Saudi 
educational system is based on Islamic law. That is, the Quran and Sharia are taught 
in schools. It is a significant point in understanding the Islamic attitude toward 
people with disabilities. Islam does not differentiate between people with and 
without disabilities. Allah also does not judge people by their abilities, performance, 
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or physical appearance (Bazna & Hatab, 2005). The only criterion Allah evaluates 
people by is piety. As a result, all Muslim people with and without disabilities are 
positioned to practise the religion and take Islamic instruction equally (Abdelkaafe, 
2006). Allah said, in the Quran, that: 
There is no blame for the blind, nor is there blame for the lame, nor is there 
blame for the sick (that they go not forth to war). And whoso obeyeth Allah and 
His messenger, He will make him enter Gardens underneath which rivers flow; 
and whoso turneth back, him will He punish with a painful doom. (Chapter Al-
Fath, verse 17) 
In addition, Allah acknowledges that disabled people have rights in the Quran.  
When Allah admonished the Prophet Muhammad for not giving much attention to 
the blind man when he came to the Prophet to learn about Islam, as the Prophet 
Muhammad was busy with other dignitaries‘ men, Allah said: 
He frowned and turned away (1) Because the blind man came unto him. (2) 
What could inform thee but that he might grow (in grace) (3) Or take heed and 
so the reminder might avail him? (4) As for him who thinketh himself 
independent, (5) Unto him thou payest regard. (6) Yet it is not thy concern if he 
grow not (in grace). (7) But as for him who cometh unto thee with earnest 
purpose (8) And hath fear, (9) From him thou art distracted. (10) Nay, but verily 
it is an Admonishment, (11) So let whosoever will pay heed to it (12). (Chapter 
Abasa, verses 1-12) 
In conclusion, people with disabilities from an Islamic view, have equal rights 
the same as other people in society. People with disabilities in Islam deserve to learn, 
work, marry, and raise their children (Abdelkaafe, 2006). There is no part in the 
Quran that says that people with disabilities do not have the right to live life as 
equals to other people. 
Second, males and females are segregated in Saudi Arabia from primary 
school through to secondary schools. As a result, there are separate boys‘ schools and 
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girls‘ schools. Third, the educational system is centralised; the Ministry of Education 
has authority in controlling schooling in both the private and state sectors. 
Consequently, all students in private and state schools in all cities and in the 
countryside in Saudi Arabia are taught the same curriculum and use the same 
resources. Finally, free education and free books are provided by the government, 
and are available to all students in Saudi Arabia.  
General education in Saudi Arabia consists of three stages. The first is the 
elementary school stage from grades one to six; students begin at age 6 and finish at 
age 12. The intermediate school stage has three levels, from first intermediate to third 
intermediate, for students aged 12 to 15-years old. Lastly, the secondary schools with 
three levels form first secondary to third secondary for students aged 15 to 18-years 
old (Ministry of Education, 2013). However, some students attend school earlier or 
later than age 6 and some of the students graduate later than the age 18. 
In Saudi Arabia, the school year consists of nine months of schooling divided 
into two semesters. The first semester is about four months of schooling with two 
breaks—the national day of Saudi Arabia for one day and Eid Al Adha for about 12-
14 days. The mid-year break comes between the two semesters and is about 10 days 
long. The second semester is about five months, with one mid-semester holiday for 
10 days. The school year ends with the summer holiday for about 3 months. 
For example, Figure 1.1 explains the second semester of 2014 schooling year 
in Saudi Arabia. On the 26 January the semester started. The mid semester break 
began on the 20 March. Then students returned back to school on 30 March. Final 
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exam period was between 25 May and 5 June and then summer holiday for students 
and primary school teachers who teach junior students
1
. 
 
The typical school day in Saudi Arabia is comprised of about five to six 
periods of teaching for the primary school level and seven to eight periods of 
teaching for intermediate and secondary school levels. Each period is 45 minutes, 
students in grades one to three have one break of about 30 minutes after the second 
teaching period; and students from grades four to six have a break after the third 
period, as do students in intermediate and secondary school. The curriculum 
comprises a combination of Quran, Islamic religious subjects, maths, sciences, social 
science, civics, art, computer science, and Arabic and English language, as well as 
family and consumer science for girls. Table 1.1 shows examples of the schedule for 
a grade 2 class in a primary girls‘ school.  
                                                 
1
 Junior students refers to grade 1 and grade 2 students.  
Figure 1.1. An example of schooling calendar in 2014. 
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Table ‎1.1 
An example of schedule for grade 2 class in primary girls’ school 
Periods  
 
Days  
Period  
(1) 
45 
minutes 
Period 
(2) 
45 
minutes 
Break 
 
30 
minutes 
Period 
(3) 
45 
minutes 
Period 
(4) 
45 
minutes 
Period 
(5) 
45 
minutes 
Period 
(6) 
45 
minutes 
Sunday  Literacy  Literacy   Maths Sciences Quran  
 
Islamic 
Monday  Quran Maths  Literacy  Literacy  Family 
science 
Quran 
Tuesday  Maths Literacy   Art  Art  Family 
science 
Quran 
Wednesday  Literacy  Literacy   Quran Islamic  Maths 
 
Quran 
Thursday  Literacy  Literacy   Quran Maths Family 
science 
Sciences 
 
Because this study was conducted at the primary school level, it is 
appropriate to describe the educational environment of primary schools. This 
description is based on the researcher‘s experiences and observations during the data 
collection phase of this study. Also, the researcher experienced primary school 
education in Saudi Arabia and hence is an insider; and has qualifications as a Saudi 
resource room teacher in primary school. All schools in this study are state public 
schools, which provide a free education for Saudi students, as well as resident 
students, especially those who attended school in Saudi Arabia in the last four to five 
years due to wars and political conflicts in other Arab countries. The largest school in 
this study contained about 980 students from grade 1-6 to six and the smallest school 
included around 390 girls. Some schools have two classes for each grade, for 
example, two classes from grade 1 are named class 1/A and class 1/B, two classes 
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from grade 2 are named class 2/A and class 2/B. Some schools have more than two 
classes from each grade depending on the size of the school. The average class size is 
between 26 and 32 students, which is also based on the number of students in the 
school. A typical layout of a Saudi classroom is depicted in Figure 1.2. 
 
Figure ‎1.2. An example configuration of a girl‘s class. 
Typically, a school contains classrooms for grades one to six, resource room 
units, maths labs, science labs, art classrooms, libraries, and family and consumer 
science classrooms (see Figure 1.3 which shows an example of Saudi public primary 
school). One school in this study has a gifted program unit for which a program 
coordinator selects high-achieving girls, who might have some giftedness, for further 
evaluation outside the school. All schools in this study have a resource room 
program for identifying girls with learning disabilities, where they are catered to 
during certain times of the school day. This study focuses on students with learning 
disabilities; as a result, it is more appropriate to describe the educational placement 
of such students who are pulled out to resource rooms for part of the school day, 
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while also being placed in mainstream classrooms. Consequently, the following 
paragraph will discuss a resource room class in Saudi Arabia. 
 
Figure ‎1.3. An example of Saudi public primary school building from inside. 
The term resource room in this study refers to a special classroom in a regular 
school that is used for identifying, supporting and teaching students with learning 
disabilities individually. Such rooms are located in some primary and intermediate 
schools in Saudi Arabia. In addition, the resource room does not only refer to the 
space but also to the educational system that contains a special program provided for 
students with individual and appropriate teaching suited to their needs, abilities and 
learning characteristics (Abu al-Qasim, 2006). In a resource room, the teacher who is 
responsible for catering for students with learning disabilities is called the resource 
room teacher, and is usually an expert in special education and teaching students 
with learning disabilities. Resource room teachers have two main roles: one is 
identifying students with learning disabilities using the formal and informal 
assessments (see Section 2.3) for identifying and evaluating these students‘ learning 
disabilities. The second role is to build an individual educational plan and then teach 
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students individually or in small groups for some activities (Habib, 2006). Figure 1.4 
shows a typical example of a resource room that is recommended by the General 
Administration of Special Education in Saudi Arabia. The Figure shows the layout 
and resources, and is generally configured differently to a regular classroom to 
facilitate personalised attention by teachers. However, not all schools, especially 
girls‘ schools, are prepared or provided with all the required resources and 
equipment; some resource room teachers in girls‘ schools are responsible for 
equipping their own resource rooms.  
 
Figure ‎1.4. A typical example of resource room (Habib, 2006). 
The typical organisational structure of the girls‘ primary school in Saudi 
Arabian school is contained two elements: (a) administrative staff including the 
school principal, agent school principal, secretary, and administrative assistance; (b) 
educational staff including students‘ supervisor, students‘ advisor (counselor), and 
teachers.  
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There are three types of teachers who work in Saudi Arabian primary schools. 
The first group are general education teachers, also known as classroom teachers. It 
is essential to clarify that grade 1 and 2 students have one classroom teacher who 
teaches them all subjects except art. Students in grades 3-6 are taught by different 
teachers who specialise in one or two subjects. For example, there are maths 
teachers, science teachers, computer science teachers, Arabic teachers, English 
language teachers, social sciences teachers, and Quran and Islamic studies teachers. 
Similar to intermediate and secondary schools, each class is taught by a different 
specialised teacher.  
The second group of teachers are resource room teachers. They are responsible 
for identifying and individually teaching students with learning disabilities through 
the school‘s resource room program. These teachers work in some, but not all, 
primary and intermediate schools.  
The third group is made up of special education teachers, who teach students 
with mild intellectual disabilities. These students are able to learn through special 
classrooms that are a part of the public school. In addition, a few schools, and in only 
some regions have specialised teachers who work with gifted students. These 
teachers oversee the process of identifying gifted students and providing classroom 
teachers with special counselling to serve the needs of these talented students, 
helping them to develop higher-order thinking skills within the regular classroom 
setting.  
Qualifications of general primary school teachers in Saudi Arabia are vary. The 
least qualified teachers hold a secondary school certificate, and the most qualified 
teachers hold a Master‘s degree in Education. These qualifications are: secondary 
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school certificate; a three-year diploma after intermediate school; a two-year diploma 
after secondary school; an intermediate college degree covering the three-year degree 
after secondary school; a non-educational bachelor‘s degree; an educational 
bachelor‘s degree; and a master‘s degree in education (Alqahtani, 2011). In addition, 
general classroom teachers in Saudi Arabia are trained in teaching general classroom 
students and do not study any courses focused on special education or, in particular, 
learning disabilities, as the faculties of education in the majority of the colleges do 
not provide any special education courses to the mainstream classrooms future 
teachers. The resource room teachers qualified in teaching students with learning 
disabilities must also study introductory courses in special educational needs such as 
intellectual disabilities, hearing and visual impairment, and gifted education. 
Consequently, a number of primary and intermediate schools around Saudi Arabia 
have resource room teachers and special educational resource rooms to cater for 
students with learning disabilities. Also, teachers who teach exceptional students 
such as gifted students or intellectually disabled students are qualified for their 
positions through courses in special education. From 1983 to late 1999 there was one 
university that provided the special education course in the faculty of education to 
prepare special education teachers and by 2006 the number was increased to four 
universities. In addition, the schooling system in Saudi Arabia has recognised the 
need for special education to cater to those with special needs in mainstream 
classrooms. Consequently, at the present time, there are around ten special education 
courses established in ten universities around the country. The following section 
describes the process of establishing special education in Saudi Arabia. 
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1.4 Special education in Saudi Arabia  
Special education sector of Saudi Arabia began in 1958 when the Braille approach 
for blind people to read and write was first introduced in the country, and when a 
blind Saudi male, Sheikh Al-Ghanem, learned the Braille approach (Al-Jami, 2006). 
The Braille class was held in the evening to give the blind students the opportunity to 
study with their peers in the mainstream class in the morning. Therefore, students 
with visual impairments in Saudi Arabia were the first to be supported in mainstream 
classrooms. In 1960, the first institute for blind people, named Al-Noor Institute, was 
established in Riyadh. In 1962, the administration of special education was 
established, and was responsible for planning and designing the special education 
programs (Al-Kheraigi, 1989). In 1964, the first program for deaf students was 
established through the Al Amal Institute (Al-Ajmi, 2006). In 1971, children with 
intellectual disabilities received special education in the first institute (a residential 
institute, which was established in Riyadh (Al-Ajmi, 2006). Between 1960 and 1987, 
27 schools for students with special needs were established and the number of 
schools increased every year during that time (Al-Kheraigi, 1989). In 1999, students 
with visual impairment were integrated into regular classrooms, and students with 
mild to moderate intellectual impairments were first integrated into general regular 
schools (Al-hano, 2006). In 1999, students with learning disabilities started to be 
recognised in Saudi Arabia as a new category of special education students (Al-Ajmi, 
2006). The Saudi Arabian concept of learning disabilities refers to a disorder in 
understanding and using written and spoken language, which appears as difficulties 
in reading, writing, and maths skills, and not caused by other disabilities such as 
intellectual disability or visual and hearing impairment (Abunayyan, 2001). From 
2005, all students with learning disabilities received educational support from the 
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resources room program in regular schools (Al-Ahmadi, 2009). From 2006, the 
General Secretariat of Special Education (GSSE) became the supervisor of special 
education programs in Saudi Arabia to cater for seven categories: intellectual 
disabilities, learning disabilities, visual impairment, hearing impairment, autism, 
physical disabilities, and students with gifts and talents (Al-Ajmi, 2006). In 2011, 
1,428 special educational programs and institutes supported 14,504 female students 
(The Directorate General of Special Education, 2008). Presently, students with 
learning disabilities educated in mainstream classrooms are referred to the resource 
room program in the school for some part of the day (Aldabas, 2015). Also, students 
with moderate intellectual disabilities, autism, deafness, blindness, multiple 
disabilities, and physical disabilities are educated in special schools during the school 
day (Aldabas, 2015). Table 1.2, cited from Aldabas (2015), summarises the history 
of special education services provided to students with special needs in Saudi Arabia 
from 1958 until the present. 
According to Alquraini (2011), special education programs in Saudi Arabia 
achieved the goal of supporting students with special needs and disabilities in the 
least restrictive environment. However, Alquraini has argued that more is needed to 
improve the special educational programs and services in Saudi Arabia. Similarly, 
Aldabas (2015) argued that while the special education services in Saudi Arabia have 
made massive progress and improvement in the last 50 years, there are still some 
areas of special education that need to be improved. Therefore, Aldabas (2015) 
recommended promoting the practice of early identification and intervention for 
students with disabilities to avoid the risk of late identification and delay in 
educational support. For example, in some schools students with learning disabilities 
could not be identified until grade 3 or when they failed grades one and two. This 
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delay was due to lack of information about the students‘ early developments and 
disorders in early childhood. Consequently, there is need for a policy for early 
intervention that would entail a contribution and cooperation between educational 
departments and the health agency in order to provide information about children 
with disabilities at an early stage in order to make the identification process effective 
and timely (Aldabas, 2015). 
Table ‎1.2 
Summary of the educational placements of students with special needs in Saudi Arabia  
Year  Categories of disabilities  Education placements  
1960 -1962 Blindness boys  Special school (during day time)
2
 
1964 Blindness girls  Special school (during day time) 
1964 Deafness boys/ Deafness girls  Special school (during day time) 
1971-1974 Intellectual disabilities  Special school (during day time) 
Residential school 
1960-1987 Blindness/ Deafness/ 
Intellectual disabilities 
Special school (during day time) 
Institutes  
Residential school 
1987-1990  Blindness/ Deafness/ 
Intellectual disabilities 
Special school (during day time) 
Residential school 
1990-2000 Mild to moderate Intellectual disabilities/ 
Autism / hearing impairments  
Full time special classroom in regular 
school  
Recently  Mild to moderate learning disabilities  Midstream classroom with  pulling out to 
resource room  
Recently Moderate to severe disabilities 
(Intellectual disabilities/ Autism / 
deafness / Blindness / multiple 
disabilities and physical disabilities   
Special school (during day time) 
 
Furthermore, Aldabas (2015) provided a number of recommendations for 
improving the special education programs and services, such as involving parents in 
developing special programs, using technology in building and providing education 
                                                 
2
 Special education school for students with disabilities and it is morning school where the students 
returned home by the end of the day.  
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programs, and providing regular professional development for special and general 
teachers (Aldabas, 2015). In summary, this section has reviewed the history of the 
development of special education services in Saudi Arabia since 1958 until the time 
of the study. 
1.5 Personal impetus for this study 
I enrolled in a special education course at King Saud University specialising in 
learning disabilities and completed a full semester of training in identifying learning 
disabilities in students, modifying the curriculum and teaching students with learning 
disabilities in primary girls‘ school in Riyadh. In the training course I identified three 
girls with learning disabilities one had a reading disability, one had a writing 
disability, and one had a maths disability. I applied two types of assessments to 
identify the specific learning disabilities of the three girls, namely formal and 
informal assessments. The formal assessment was a checklist that profiles the 
behavioural areas related to success in school and is completed by the classroom 
teacher to evaluate the student‘s weakness in school (see Section 2.3.1). The informal 
assessment is an academic protocol that builds on the curriculum requirements to 
evaluate students‘ skills in reading, writing and maths (see Section 2.3.2). A detailed 
discussion of this assessment is provided in Chapter 2 in Section 2.3.  
After the identification process of my students, I constructed an individual 
educational plan for each girl based on her area of weakness. For example, the 
student with reading disabilities was in grade 3, but her reading abilities matched a 
grade 1 level. As a result, I set teaching goals starting from grade 1 reading skills 
such as reading short words containing three sounds. I scheduled time for each of the 
three students to be withdrawn four times a week to work on teaching goals; on the 
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last day of the week I took them out of class when they were free to engage in 
maintenance, review the week‘s main teaching goal and skill, or carry out out-of-
class activities. For example, for my student with maths disabilities, I arranged a 
small game that included my student and four peers she chose from her class. I wrote 
a number composed of six digits (e.g., 498,632) on a piece of paper, put it in a small 
container, and hid it as a treasure. Furthermore, I put directions in small containers 
and hid them as well. When my student and her peers came to play, I explained the 
game and gave them the first clue. Then, they began the game; my student guided the 
search because she was the one who had engaged her peers in this activity. When the 
group found the treasure, they read the number aloud, and they all received a piece of 
chocolate as a reward.  
The training experience gave me the opportunity to observe and evaluate the 
whole process of identifying and supporting students with learning disabilities. 
Further, I became more aware of the general teachers‘ knowledge, willingness, and 
attitudes toward students with learning disabilities. In addition, I became aware of 
barriers in supporting students with learning disabilities. Figure 1.5 shows these 
barriers and are discussed as follows: 
 Difficulty to gain family approval to support pupils in the resource 
room because they resisted their daughters being labelled. Parents 
perceived that such labelling would affect their daughters‘ learning, 
marriages and future careers;  
 Poor relationships and a lack of cooperation between classroom and 
resource room teachers. When students with learning disabilities 
improved after the individual classes with the resource room teacher, 
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this put pressure on classroom teachers, who perceived that they were 
being blamed and considered poor teachers; and 
 Pulling students out of the classroom is the most difficult job for the 
resource room teacher because it causes the student to miss some 
regular classes; classroom teachers might not always agree with this, 
and students with learning disabilities might be ashamed when singled 
out in front of other students to get extra help due to their poor 
learning skills.  
 
 
Figure ‎1.5. The barriers facing resource room teachers (Alqahtani, 2011). 
 
Consequently, I was aiming to study some of these barriers as part of my 
higher degree. As a result, my master‘s dissertation was about ‗General Teachers‘ 
attitudes towards teaching students with learning disabilities in Saudi Arabian 
Primary Schools‘ (Alqahtani, 2011). In this study, I found that the majority of 
classroom teachers have negative attitudes about including students with learning 
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disabilities in their classrooms. In addition, I identified several factors that influence 
teacher attitudes, such as teachers‘ lack of professional development and the number 
of students with learning disabilities in the class. A new focus on the role of resource 
room programs needs to be extended beyond teaching to include preparing students 
with learning disabilities to deal and cope with possible demands and stressful 
events, whether inside school or outside the school. As a result, my current aim is to 
investigate the stress that arises during the school day and its effect on a group of 
five girls with learning disabilities from several primary schools in Saudi.  
1.6 Insider researcher   
I am a Saudi female researcher who shares a language, culture, ethnicity, and gender 
with the study‘s participants. Sharing these characteristics has helped me in carrying 
out this study. Being an Arabic speaker helped me to conduct the interviews 
smoothly and enabled me to understand the participants‘ comments, body language 
and emotions, all of which would be difficult for an outsider researcher who does not 
speak Arabic. Liamputtong (2010) stated that insiders conducting cross-cultural 
research have the advantage of being able to limit the language and cultural 
challenges that outsiders face. I lived in Saudi Arabia and studied in the Saudi 
Arabian public school system throughout my primary and secondary education, and 
completed an undergraduate degree in Saudi Arabia. Those experiences provided me 
with the chance to be aware of the kinds of issues that arise in Saudi girls‘ schools 
and made me aware of the culture of Saudi society.  
Being aware of Saudi culture and the schools‘ cultures were significant in 
conducting this research. For example, Saudi people, especially women, are friendly 
but also cautious. They are passionately curious about new people in their 
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communities. For example, some of the female teachers at the schools where I 
collected the data needed to know who I was, what I was doing, and how my work 
would affect them. As a result, since I knew I would be interacting with some of the 
classroom teachers or special teachers, I needed to let these teachers know about 
me—what my purpose was for being at their school and to ensure they understood I 
was not watching them specifically. Additionally, I was very careful to set 
boundaries for questions about others because some of these teachers may have been 
keen to know more about my participants, namely the young girls and the other 
teachers, since I was observing these participants in their classrooms. For example, at 
one of the schools in the study, the resource room teacher asked me about the quality 
of the maths teacher‘s teaching, and commented to me that pre-service teachers who 
did their training course with the maths teacher were not happy with her teaching 
approaches. I was not surprised by this because, being from the same ethnic group 
and gender, I could expect this teacher to be rather relaxed about having such a 
conversation with me. Also, there used to be less collaboration and a more negative 
relationship between classroom teachers and resource room teachers, when resource 
teachers began to support students with learning disabilities in the resource room. As 
a result, and in a friendly way, I told her that my job during the observations was to 
observe the students only and that I was not qualified to evaluate the teaching 
process.  
As an insider researcher, I also benefitted not only in regard to a shared culture 
and language, but also from my knowledge of the field of special education teaching 
in Saudi Arabia. As previously mentioned, I am a specialist in the field of learning 
disabilities, and I have both training and practice experience in Saudi schools. I know 
what issues can occur in primary schools that have the resource room program. For 
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example, the resource room program may include students who do not have learning 
disabilities, but rather are slow learners and low achievers due to environmental 
factors or low intellectual ability. These students are included in resource programs, 
due to head of school recommendations, parental preference or because the 
classroom teacher could not deal with such students by herself. Due to my 
understanding that resource room programs may include students who do not have 
learning disabilities and my experience in identifying such students, I was able to 
select only those students with correctly identified learning disabilities based on 
Saudi criteria. Identifying students with learning disabilities is discussed in Chapter 
2. 
Another way in which being an insider researcher helped me in this research 
was that I was able to be more careful of people‘s sensitive issues and more sensitive 
to cultural concerns than a non-Saudi researcher might have been. For example, I 
was aware of how some parents of students with learning disabilities would be 
sensitive about measuring their children‘s IQ ability. For instance, when I was 
completing in my training course with primary school girls with learning disabilities 
who were attending a resource room due to low achievement, I found that the girls 
had been referred for IQ testing. Those who were below average in IQ were 
transferred from the school to a class for students with intellectual disabilities at 
another school. This was alarming for the parents for two possible reasons. First, 
they were surprised by the categorisation of their children as intellectually disabled. 
Second, segregating these students from their siblings created more work for their 
fathers to drive them to school. I remember one of the girls who was no longer 
expected to study in a mainstream class was referred for enrolment in the intellectual 
disabilities class. Her mother transferred her to a private school and placed her in a 
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mainstream classroom to avoid the stigma of being labelled ―intellectually disabled‖. 
Such stigma would have affected the girl‘s future in many ways. Socially, she would 
have struggled for acceptance and, one day, she would have trouble marrying. Her 
mother clarified these concerns for the school office when they asked her why she 
had not agreed for her daughter to attend the special education program. All of these 
experiences of mine, coupled with my insider status, made me careful about dealing 
with sensitive issues and the families‘ concerns. 
As an insider researcher, I brought a depth of understanding of the culture, 
norms, practices, and assumptions based on the educational practices in Saudi 
Arabia, and my own personal perspective, to this study. Being an insider research is 
consistent with Eisner‘s (1991) notion of connoisseurship. Eisner is an art educator 
who argues that criticising art and being an art connoisseur (expert) can lead to very 
different perspectives and understandings than ones held by external people with a 
lack of in-depth knowledge of art (Eisner, 1991). As a researcher of Saudi culture, 
school culture, and learning disabilities in Saudi Arabia, I brought my understanding 
and perspective as an expert to the data. These understandings and perspectives 
enabled me capable of finding richer and different insights than external researchers 
who have less knowledge of both Saudi culture and learning disabilities. The 
following section will discuss the research problem and research questions. 
1.7 Research problem and research questions  
Students with learning disabilities have been recognised in Saudi Arabia since 1999 
(Al-Ajmi, 2006) and supported academically since 2005 (Al-Ahmadi, 2009). These 
students are educated with their peers in mainstream classrooms for the majority of 
the day and withdrawn to the resources room three to four times a week to receive 
Chapter 1: Introduction 23 
help in specific learning disabilities by special teachers. The support these students 
received from the resource room was individual lessons in reading, spelling, and 
maths. Although these students with learning disabilities are well supported 
academically in many schools in Saudi Arabia, there is a need for further support in 
other areas because academic disabilities are not the only challenge that students 
with learning disabilities face. 
Research in a Western context suggests that other challenges that students with 
learning disabilities face include struggles in socialising and achieving a positive 
sense of identity. For example, some of the students with learning disabilities 
experience low self-concept, high anxiety, loneliness, and depression (Bender, 2004). 
In addition, Elksnin and Elksnin (2004) argued that students with learning disabilities 
are less accepted by their peers and a number of these students could not deal with 
social interaction. That suggests these students with learning disabilities face social 
and emotional problems, causing them to experience more stress during the school 
day. Consequently, there are some areas in which students with learning disabilities 
still need more help and support such as social interaction with peers, being accepted, 
being engaged in class activities, and adapting to limitations and learning problems.  
To assist these students it is important to understand how they manage in 
stressful situations. This study examined a number of theories of stress and stress 
management and identified Lazarus and Folkman‘s (1984) coping model as a 
framework to examine stress. Understanding what stresses young girls with learning 
disabilities have and how they cope will provide a greater understanding of support 
strategies for girls with learning disabilities in Saudi Arabian schools. Thus the aim 
of the current study was to investigate the school-related stress and coping process 
for girls with learning disabilities in four Saudi Arabian schools.  
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The following two main questions guided the study. 
1. What are the school-related stresses, based on the perspective of primary 
school girls with learning disabilities in Saudi Arabia? 
2. How do the primary school girls with learning disabilities in Saudi Arabia 
cope with school-related stresses?  
1.8 Significance of the research  
Recently, there has been a heightened awareness of mental health issues among 
students in Saudi Arabia and hence more attention has been paid to mental health 
services. Koenig et al. (2014) indicated that there is now an investigation of the 
mental health system in Saudi Arabia; and there are providers of mental health 
services and support available for Saudi people. However, more information is 
required about the emotional symptoms and difficulties of the Saudi population, in 
order to evaluate the effectiveness of present mental health support services (Koenig 
et al., 2014). My study does not come under the psychological paradigm, but it aims 
to support learning-disabled children with their school stress and to help them 
successfully cope with school-related stress and learning disabilities. I also aimed to 
provide information to the Ministry of Education about the possible situations that 
cause stress in students with learning disabilities during their school days. This, in 
turn, may lead them to develop additional mental health problems later in 
adolescence. In addition, my study will highlight the need for mental health systems 
in schools to support students with social and emotional problems, increasing the 
students‘ abilities to use their own coping strategies. This is consistent with what 
Koenig et al. (2014) argued about the significance of providing more mental health 
support for children and adolescents in Saudi Arabia.  
Chapter 1: Introduction 25 
 Al-Habeeb, Qureshi, and Al-Maliki (2012) investigated the pattern of 
children‘s and adolescents‘ psychiatric disorders. Their subjects were found among 
three clinics in Saudi Arabia. One of the study‘s findings indicated that 42.9% of the 
children were hyperactive, making this the most common symptom; 32.9% had poor 
school performance; 28.4% delayed milestones; 17.5% suffered from anxiety and 
related manifestations; 13.5% faced attention and concentration difficulties; and 
13.3% impulsivity. The high percentage of children and adolescents with special 
needs who have consulted with mental health services indicates the increasing need 
to support these children during the school day through social, emotional, and coping 
interventions. Today, students with learning disabilities in Saudi Arabian schools are 
supported academically, but not in ways related to their wellbeing. Consequently, 
conducting this study in four Saudi girls‘ schools and recounting five girls‘ 
experiences of stressful events at the schools and how they cope is useful information 
to enhance the support these students receive at school. 
Al Eissa and Almuneef (2010) noted that rates of child abuse and neglect in 
Saudi Arabia have increased between 2000 and 2008. They collected data from 
children seen and assessed by the Suspected Child Abuse and Neglect (SCAN) team 
at King Abdulaziz Medical City for the National Guard of Saudi Arabia after the 
children were abused. During the three periods of the study, from 2000—2004, 
2005—2006 and 2007—2008, 188 children were referred to the SCAN team, and 
70.7% were diagnosed as child abuse and neglect cases. These children had been 
abused physically, sexually, and emotionally along with being neglected. The most 
common form of abuse was physical abuse, followed by neglect. Parents were the 
most common abusers, accounting for 48.9% of the total cases. Al Eissa and 
Almuneef‘s study indicated that children are also abused by siblings, household 
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workers, and others. However, the study did not report any abuse by teachers and 
peers or during the school day; this could be due to level and the types of abuse that 
occur in schools. This also does not mean that students, including those with special 
needs, are not abused or mistreated in the school environment. Rather, school-based 
abuse may not be reported, especially when it takes the form of emotional and/or 
verbal abuse. Consequently, there is a need to explore students‘ mistreatment from 
the school side. The most useful approach is to gather information from the students‘ 
perspective.  
Also, this study is significant because there have been no empirical studies in 
the area of school-related stress for primary school students with learning disabilities 
in Saudi Arabia, as far as the researcher knows. There have been two quantitative 
studies; however, they are not in the field of learning disabilities. The first study by 
Al-Gelban (2007), examined depression, anxiety, and stress of 1,723 Saudi 
secondary school boys in one region of Saudi Arabia. In his study, he used the 
Arabic version of the Depression, Anxiety, and Stress Scale and found that 59.4% of 
the sample had at least one of the three conditions; he also found there was a 
significant association between depression, anxiety, and stress. The other study was 
conducted by Al-Gelban, Al-Amri, and Mostafa (2009) and aimed to examine the 
prevalence of depression, anxiety, and stress in secondary school girls. Similar to Al-
Gelban‘s (2007) study, the Arabic version of the Depression, Anxiety, and Stress 
Scale was used. The results indicated that 73.4% of 545 female secondary students 
had at least one of the three disorders, with a significant association between 
depression, anxiety, and stress (Al-Gelban, Al-Amri, & Mostafa, 2009). These two 
studies highlighted the need for urgent consideration and early intervention to 
address Saudi students‘ well-being and mental health. If consideration of mental 
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health is important for the adolescent students in regular schools, it is significant to 
explore the early stage of childhood well-being and investigated early sources of 
mental health problem for the youngest students who also have learning disabilities, 
especially girls because they tend to have higher levels of depression, anxiety, and 
stress (Al-Gelban, Al-Amri, & Mostafa, 2009). In addition, these two studies 
emphasised the need for further research to explore the students‘ perspectives, as 
well as their parents‘ and teachers‘ attitude toward mental health and well-being. 
Although such large scale data exist, qualitative research is desirable to explore the 
meaning and significance of context. Consequently, the current study makes a 
significant contribution to the literature of the experience of students with learning 
disabilities and their perspective on school stress and coping with learning problems. 
This contribution highlights the influence of the culture and educational system on 
the educational experience of these Saudi girls. 
It is important to understand the stresses, worries, difficulties, and barriers in 
the educational environment for students with learning disabilities in order to help 
them deal with learning disabilities and other school-related stress. These students 
may struggle in the classroom and experience different sources of stress, such as 
academic and social stress, that may affect their well-being, mental health, and 
learning process. Due to such stress, they may drop out early and not complete 
school (Bauwens & Hourcade, 1992). This study is highly significant for the special 
education system in Saudi Arabia, as it documents the experience of students with 
learning disabilities dealing with school stress and may contribute to a better 
understanding of the issues and hence inform policy and practice. 
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1.9 Context of the research 
The study will adopt a qualitative methodological approach to explain the school-
related stress of five girls with learning disabilities. This study takes place in four 
primary schools in Jeddah city. Schools including learning disabilities programs were 
selected using a purposive approach through contacting the Education Department in 
Jeddah. Five students who have one or more learning disabilities were selected for 
the study. They were identified by their resource room teachers, which will be 
discussed further in section 4.3.3, and the assessment for identification will be 
explained in detail in section 2.3. 
1.10 Structure of this thesis 
The current thesis includes eight chapters. Chapter 1 has provided an introduction to 
the phenomenon of learning disabilities and a brief discussion of the educational 
system and special education in Saudi Arabia. It presented the research problem, the 
context of the research and the significance of the research. Chapter 2 provides 
background information of the conceptualisation and assessment of learning 
disabilities. In Chapter 3, the relevant literature on school stress in general and 
school-related stress in students with learning disabilities is reviewed. In addition, the 
meaning of coping strategies and the theoretical framework are described. Chapter 4 
discusses the methodological approach, methods, data analysis, and research quality. 
Chapter 5 presents the participating girls‘ profiles. Findings are discussed in the 
following two chapters. Specifically, Chapter 6 describes the stressful experience of 
the participants related to school; and Chapter 7 presents how participants responded 
to school stress. Chapter 8 summarises and discusses the results. Finally, Chapter 9 
draws implications from the study, and highlights the contributions, limitations, and 
recommendations for further research.  
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Chapter 2 Learning Disabilities: 
Conceptualisation and Assessment  
2.1 Introduction 
This study was designed to investigate, in light of Lazarus and Folkman‘s (1984) 
model of coping, the school-related stress of Saudi primary school girls with learning 
disabilities and how they cope with their stress. The aim of this chapter is to provide 
a conceptualisation and assessment of learning disabilities. This chapter comprises 
two main sections: first, the construct of learning disabilities is discussed. This 
discussion outlines the definitions of learning disabilities in the US, Saudi Arabia, 
and other countries, such as Australia, New Zealand, and UK. Also, the criteria for 
the identification of children with learning disabilities in Saudi Arabia are 
considered, and background information is provided about the students with learning 
disabilities in Saudi Arabia; thus this literature is analysed as it might be interpreted 
in a Saudi Arabian context. Then the assessment and diagnosis of learning 
disabilities in Saudi Arabia and some other countries are discussed. 
2.2 Students with learning disabilities  
Learning disabilities have been described from a range of different perspectives. For 
example, Daemmrich (2006) defines those with learning disabilities as a group of 
people who experience neurological issues that affect their learning abilities. Others 
have categorised the condition based on psychological assessments such as 
Intelligence Quotient (IQ). For example, Hayes (2000) argued that students with 
learning disabilities are those who exhibit average to high levels of scores on IQ tests 
and who experience at least one learning problem. However, there is an opinion that 
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educators should refrain from the use of IQ tests when identifying those with 
learning disabilities. For example, Siegel (1989) argued that using IQ tests to identify 
students with learning disabilities is unnecessary. She suggested that using IQ tests 
would disadvantage many of those with reading disabilities. United Sates (US) 
federal law (The Individuals with Disabilities Education Act, 2004) defines the term 
specific learning disability as: 
 [A] disorder in one or more of the basic psychological processes involved in 
understanding or in using language, spoken or written, in which the disorder 
may manifest itself in an imperfect ability to listen, think, speak, read, write, 
spell or to do mathematical calculations. Such a term includes conditions as 
perceptual disabilities, brain injuries, minimal brain dysfunction, dyslexia, and 
development aphasia. Such a term does not include a learning problem that is 
primarily the result of visual, hearing or motor disabilities, of mental retardation, 
of emotional disturbance, or of environmental, cultural, or economic 
disadvantage. (Daemmrich, 2006, p.7)  
This definition refers to a range of learning disabilities, such as writing, reading, and 
spelling, but does not include the cause of any impairment due to cultural, economic, 
and environmental problems. Saudi Arabia‘s approach in assessing students with 
learning disabilities to enable them to receive a modified education is influenced by 
the definition used in the United States. The learning disabilities definition in The 
Saudi Arabian Ministry of Education is as follows: 
[D]isorder in one or more of the processes of thinking, disorder in understanding and 
using written and spoken language, disorder and academic difficulties in reading, 
writing and maths skills, and the most important point, other handicaps that should 
not be the cause of the learning disabilities. (Abunayyan, 2001, p. 20) 
It is important to clarify that in the field of special education in Saudi Arabia the term 
‗learning disabilities‘ which means in Arabic language ‗ٍُعرٌا خاتٛعط‘ is used to refer 
to ‘learning difficulties’ students have due to a problem in understanding and using 
written and spoken language. 
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There is no single and agreed upon definition of the concept of ―learning 
disabilities‖ that is accepted worldwide. This is likely due to its complexity as well as 
the variety of perspectives and practices that influence the definition in each nation 
(Alnaim, 2015). For example, in Australia, the terms ―learning difficulties‖ and 
―learning disabilities‖ are distinguished. While learning difficulties refers to 
difficulties in learning and progressing well in school, learning disabilities refers to 
severe and continuing problems in literacy and numeracy and when students do not 
respond to intervention (Van Kraayenoord & Chapman, 2016). In countries such as 
New Zealand, the concept of learning disabilities is not used officially. However, 
efforts were made by the Parent Advocacy Organization and the New Zealand 
Federation of Specific Learning Disabilities Associations to introduce the term 
learning disabilities. As a result, the term ―specific learning disabilities‖ (SLD) was 
introduced and is now employed (Van Kraayenoord & Chapman, 2016). This term is 
in alignment with the US Public Law 94-142 definition of specific learning 
disabilities, which was revised in 1990, 1997 and 2004; see the US Federal Law 
(Individuals with Disabilities Education Act, 2004) definition of the term on p. 30. 
However, in the New Zealand definition, conditions including learning problems are 
mainly related to physical disabilities, and environmental factors are excluded (Van 
Kraayenoord & Chapman, 2016).  
In the New Zealand educational system, learning difficulties refer to 
difficulties that include dyspraxia, attention deficit disorder, autism, intellectual 
disability, and dyslexia. Learning disabilities encompass severe learning disabilities 
that require students to receive professional assistance due to their physical, sensory, 
and/or intellectual disabilities. In the United Kingdom, the term ―specific learning 
disabilities‖ (SpLD) is also used and includes dyslexia, dyspraxia, dysphasia, and 
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attention deficit hyperactivity disorder (Alnaim, 2015). As revealed by these 
synopses of the definitions of learning disabilities from various countries, it is clear 
that there is no single agreed upon conception of the term. While some countries 
consider learning disabilities to include academic and learning problems in literacy 
and numeracy, other countries define the concept as referring to learning problems 
that result from other disabilities, such as physical and intellectual disabilities. 
In Saudi Arabian schools, the responsibility for identifying and supporting 
students with learning disabilities lies with resource room teachers. Trained special 
education (resource room) teachers provide these students with special educational 
interventions. The resource room is a special classroom located in the regular school 
to support students with learning disabilities as described in Chapter 1.  
A typical resource room physically contains: white board, teacher‘s desk, the 
individual teaching table in U shape, cabinet file for storing students‘ achievement 
folders, and stationery. Also, every resource room should contain the reward corner 
that has a large frame with the students‘ names and the steps to achieving point of the 
weekly teaching goal. Almost every day there is a small teaching goal to be achieved 
and when the student achieves one goal he/she takes one step toward the weekly 
goal. For example, the teacher can use the concept of a racing car and the finish line 
indicates the weekly goal. In addition, the corner includes a basket or boxes of 
presents and gifts students receive after achieving a teaching goal. These rewards can 
be toys, drawing books and lollies. Additionally, some resource rooms in a number 
of schools have a library corner that contains a reading table and small shelves with 
story books and educational games such as Pazzal
3
 and construction cubes. These 
                                                 
3
 An online game: http://www.gahe.com/ 
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learning facilities should be available for all students enrolled in the learning 
disabilities programs. 
Students do not have extended time to use the resource room‘s resource such 
as learning book and stories because these students are withdrawn from the 
mainstream classroom sometimes if they have free time due to the classroom teacher 
being absent. That means students have very limited time for individual teaching and 
support and access learning resources. The roles of the resource room teachers are to 
assess and identify students with learning disabilities after referral from the 
mainstream classroom teacher; and to develop the individual educational program for 
each student and teach them individually in their area of difficulties in maths, 
reading, writing, and spelling skills. Consequently, resource rooms in Saudi Arabia 
schools only support students with learning disabilities in academic ways.  
The process for identifying and diagnosing students with learning disabilities 
differs from country to country. For example, in the United States, there are three 
components for identifying students with learning disabilities and assessing their 
eligibility for a referral to a special education program (Bender, 2008). The first 
component is psychological processing. Motor control, visual perceptions, and 
auditory perceptions are examples of the psychological processes that must be tested 
when identifying students with learning disabilities to uncover the types of the 
problems or deficits that disrupt learning. Assessments such as WISC-III, Stanford-
Binet, Woodcock-Johnson, and others are used in the United States to evaluate 
students‘ psychological processes. 
The second component for evaluation is discrepancy criteria, which focuses 
on ability-achievement discrepancies and refers to a student‘s deficits in some area of 
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learning when compared with his or her potential abilities. The standard-score 
discrepancies procedure is used when there is a significant discrepancy between a 
child‘s intelligence test scores and his or her achievement. For example, a reading 
test given to a grade-5 student who reads at a grade 2 level would show the presence 
of discrepancy criteria.  
Table ‎2.1 
Assessment for identifying students with learning disabilities in the US 
Components of LD definition  Common assessment  
I. Psychological processing problem  
IQ assessment  
Subtest scatter/verbal  
Performance deficit/ subtest regrouping 
 
 
Visual-perception/visual-motor  
 
 
Auditory perception/ language  
 
WISC-III 
Standford-Binet 
Woodcock-Johnson 
Kaufman Assessment Battery for children (K-ABC) 
Bender Gestalt  
Woodcock-Johnson  
WISC-III  
Test of Language Development  
Woodcock-Johnson  
WISC-III  
 
 
II. Discrepancy  
Intraindividual differences  
 
Ability-achievement discrepancy  
 
Woodcock-Johnson  
WISC-III  
WISC-III  
Woodcock-Johnson  
Peabody Individual achievement Test-Revised (PIATr) 
III. Exclusionary clause  
MR  
Behavioural disorder  
 
 
Mental disability  
Cultural/ environmental/economic  
 
IQ tests 
Class observations 
Teacher rating of behaviour  
Sociometric rating  
Physician‘s examination  
Examination of school records 
History of speech improvements  
 
 
The third component for identifying students with learning disabilities is the 
exclusionary clause. This procedure is used to distinguish between students with 
learning disabilities and other students who have learning problems due to behaviour 
or cultural difficulties. Consequently, behaviour and cultural difficulties and 
disabilities should not be ascribed as the primary cause of learning disabilities. 
However, students with learning disabilities can have other disadvantages and 
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disabilities apart from an intellectual disability. Table 2.1 shows the assessment used 
for each of the three components to identify students with learning disabilities in the 
United States. 
Looking at another country, Australia, we can consider a recent article by van 
Kraayenoord and Chapman (2016), which has clarified the Australian practice of 
identifying and educating students with learning disabilities. Simply put, teachers 
assess students using an assessment based on their school‘s curriculum. The aim of 
the assessment is to obtain information that can be used to modify and adjust a 
student‘s instruction and to decide if this approach is the required intervention. Then, 
the teacher examines the student‘s responses to the new intervention. When the 
students do not respond to the intervention after several uses of it, the school contacts 
parents and asks them to take their child to a professional educational psychologist 
for further diagnosis. While van Kraayenoord and Chapman described the procedure 
of identifying students with learning disabilities, they did not mention the specific 
assessments, especially those used by educational psychologists.  
Van Kraayenoord and Chapman (2016) also described the practice used in 
New Zealand for identifying students with learning disabilities. In New Zealand, 
there seems to be an avoidance of any attempt to categorise a group of students due 
to their learning limitations. Consequently, there is no need for a formal and 
systematic assessment to refer students who have learning disabilities for other 
assistance. Teachers‘ observations and assessments are used before referring students 
to any services and, in a few cases, educational psychologists assess the students. 
It seems that some countries are stricter than others when it comes to 
identifying students with learning disabilities. In the United States, there are more 
Chapter 2: Learning Disabilities: Conceptualisation and Assessment 36 
assessments used for testing three important components, whereas in New Zealand 
formal assessments to identify learning disabilities are avoided. In between these two 
practices, students with learning disabilities in Australia are identified using the 
response to intervention approach. The following section discusses the practice for 
assessing students with learning disabilities in Saudi Arabia. 
 Criteria for assessing learning disabilities in Saudi Arabia 2.2.1
This section discusses the general principles for the identification of students with 
learning disabilities in Saudi Arabia. I will discuss these criteria as an insider 
specialist who studied, trained, and practised in the field of learning disabilities in 
Saudi Arabia. The resource room teachers focus on two main criteria when 
identifying students with learning disabilities (Ministry of Education, 2015).  
The first criterion is that students with learning disabilities show a 
discrepancy between their potential abilities and their academic achievement 
(Ministry of Education, 2015). For example, a student who has high or average 
abilities in maths, but whose reading ability is two to three years behind the rest of 
his or her class, would be categorised as having learning disabilities in Saudi Arabia. 
Academic achievement is measured by applying an academic test for a specific 
grade‘s skills. For example, if a student is in grade 4 and has reading disabilities, she 
will be evaluated on her grade 2 and three reading skills in order to identify her 
current reading level. In addition, discrepancies between psychological processes are 
examined; for instance, a student can have average development in attention, 
cognition, and memory but may be late in developing language. These psychological 
processes are measured by applying a developmental test that is prepared by the 
resource room teachers to evaluate students.  
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The second criterion is exclusion. This criterion is used to exclude students 
whose learning disabilities are caused by any other disabilities and disorders such as 
hearing and visual impairment, physical impairment, intellectual disabilities, or any 
other factors related to the environment or lack of learning (Ministry of Education, 
2015). If the student is diagnosed with any impairment he/she will not be categorised 
with learning disabilities and not supported in the resource room program instead 
these students are referred to a more appropriate program. Also, if a student has a 
learning delay due to a lack of teaching he/she is not categorised with learning 
disabilities in the Saudi Arabian education system. However, the student still can 
receive support in the resource room when there is availability. As a result, students 
who experience delays in learning can be supported in the resource room in some 
Saudi Arabian schools. 
2.3 Assessment and diagnosis of learning disabilities  
To understand the implications of previous research in identifying and diagnosing 
students with learning disabilities, one has to understand the context in Saudi Arabia. 
The identification of students with learning disabilities in Saudi Arabian school 
usually begins when a classroom teacher refers a student to the resource room for 
further assessment (Al-Shiha, 2008). Students are initially identified and sent to the 
resource room because of their low achievement in specific areas (e.g., maths, 
reading, and spelling) or the students have failed subjects and repeated a class (Al-
Abdullatif, 2009). An example of a referral letter is provided in Appendix A. Then 
resource room teachers review the students‘ grade record to determine whether the 
student has low achievement in one or two specific subjects or has low achievement 
in all subjects. Resource room teachers also use the student‘s record to assess 
whether or not there is a discrepancy between his or her performance in each subject. 
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A discrepancy between the student‘s achievements in several subjects or skills can be 
used to determine whether or not the student has learning disabilities. If the student 
has very low achievement in one subject but is progressing well in other subjects, 
then he or she may have a learning disability in that subject with low achievement. 
Nevertheless, if the student is not progressing well in all subjects, then he or she most 
likely does not have a learning disability; rather, low achievement may be an 
indication of a low level of general ability or lack of learning due to environment 
problems.  
This section clarifies how the achievements of primary school students, 
including those with learning disabilities, are determined. The aim of this 
clarification is to give a better understanding of how resource room teachers notice 
the discrepancies between the student‘s achievements in several skills. Up to and 
including the 1990s, Saudi students‘ achievements at all levels and grades were 
assessed by examining students with written and oral exams three times during each 
semester and with a final exam. The highest possible mark on each of the three mid-
semester exams was 15. Grades of 14 and 15 were considered ‗excellent‘, 12 and 13 
were ‗very good‘, 10 and 11 ‗good‘, 8 and 9 ‗pass‘ and less than 8 ‗fail‘.  
In the early years of the 2000s, the way of evaluating primary school 
students‘ achievements was modified. No more exams were given; not even a final 
exam. Instead, students‘ achievements were determined by students‘ continuous 
evaluation by the teacher during the teaching and learning activities in each lesson. 
Teachers set four evaluation periods during the semester for each course and issued 
four reports on students‘ progress. The last report was designed to account for the 
student‘s achievements throughout the year. Grades given reflected students‘ levels 
of achievements, and were denoted as 1, 2, 3, and 4. Level 1 means the student has 
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attained all the required knowledge and skills in the assigned the subject. Level 2 
means the student has successfully attained 66% of the knowledge and skills in the 
assigned subject, including the minimum amount of all required knowledge and 
skills. Level 3 means the student has attained the minimum amount of required 
knowledge and skills in the subject. Level 4 means the student has not attained the 
minimum amount of the required knowledge and skills in the subject. Before 
beginning any evaluation, the resource room teacher seeks the parents‘ permission to 
enrol their children in the resource room program at their school for further 
identification of needs. An example of a parent permission letter is presented in 
Appendix B. Then, the resource room teacher applies two types of assessments to 
identify students with learning disabilities (Al-Shiha, 2008). The first assessment is 
formal assessment that contains: 
a) Pupil Rating Scale (PRS) screens for learning disabilities. 
The second types of assessment are informal assessments that contain two 
assessments: 
a) Academic assessments based on standard curriculum tests built and reviewed 
by the Ministry of Education‘s Department of Learning Disabilities  
b) Developmental assessment based on standard test built by specialists in the 
area of learning disabilities from the school of special education in King Saud 
University  
While this model of assessment may not be the model that is practised in 
countries such as the United States and Australia, it is the way students with learning 
disabilities are identified in Saudi Arabia. Table 2.2 provides a summary of these 
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assessments. These evaluation assessments will be discussed in detail in sections 
2.3.1 and 2.3.2.  
Table ‎2.2 
Assessment processes identifying students with learning disabilities in Saudi Arabian schools 
Instrument  Aspect assessed  
Formal assessment  
Myklebust scale  
  Auditory comprehension 
  Spoken language 
  Orientation 
  Motor coordination  
  Personal-social behaviour 
 
Informal assessment  
Academic evaluation  
 
 Reading skills  
 Writing skills 
 Mathematical skills 
 
Developmental assessment 
 
Psychological processes including:  
  Audio memory  
  Visual memory 
  Auditory discrimination  
  Visual discrimination 
  Attention 
  Auditory perception  
  Visual perception 
   Directions 
 
 Formal assessment 2.3.1
First, as Table 2.2 summarises, formal assessment refers to methods developed and 
applied internationally, which identify students with learning disabilities. For 
example, the PRS screens for learning disabilities (Myklebust, 1971) is known as the 
Myklebust scale in Saudi Arabia, where it has been translated and modified for Saudi 
contexts. This scale is a checklist type of assessment of school students between six 
and 12-years old. The scale consists of five behavioural areas related to success in 
school: auditory comprehension, spoken language, orientation, motor coordination, 
and personal-social behaviour. Each area includes a number of sub-areas, as shown 
in Table 2.3, totalling 24 items. The scale is completed by the classroom and 
resource room teachers to evaluate the students‘ behaviour related to success in 
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school. For the English version of the PRS revised screening for learning disabilities 
(Myklebust scale), see Appendix D. 
Table ‎2.3 
Summary of the five behaviour characteristics on the Myklebust scale 
Auditory comprehension and memory test: four sub-areas 
 
Comprehending word meanings  
Following instruction  
Comprehending class discussions  
Retaining information  
 
Spoken language test: five sub-areas  
Vocabulary  
Grammar  
Word recall  
Storytelling/relating experiences  
Expression of ideas 
 
Orientation test: four sub-areas  
Judging time  
Judging spatial orientation  
Judging relationships (big-little, far-close and heavy-light) 
Understanding directions  
 
Motor coordination test: three sub-areas  
General coordination (walking, running, hopping and climbing ) 
Balance  
Manual dexterity  
 
Personal-social behaviour test: eight sub-areas  
Cooperation  
Attention  
Organisation  
New situation (trips, parties and changes in routine) 
Social acceptance  
Responsibility  
Completion of assignments  
Tactfulness  
 
Each sub-area consists of five different behaviours scored from 1 to 5, from 
the weakest to the strongest behaviour (see Table 2.3). For example, the first main 
behavioural area related to success in school (i.e., auditory comprehension and 
memory) includes four sub-areas. Table 2.4 shows the first sub-area is 
comprehending word meanings with the five behaviours: ―extremely immature level 
of understanding‖ (rated 1), ―fails to grasp simple word meanings, misunderstands 
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words at grade level‖ (rated 2), ‖ good grasp of vocabulary for age and grade‖ (rated 
3), ‖understands all grade level vocabulary, as well as higher-level word  meanings‖ 
(rated 4) and ―superior understanding of vocabulary, understands many abstract 
words‖ (rated 5). This same structure is used in the other sub-areas. Ratings of 1 or 2 
are below average, a rating of 3 is average, and ratings of 4 or 5 are above average. 
When the resource room teacher evaluates each sub-area, he or she rates only 
one behaviour at a time and circles the behaviour that describes the student most 
closely. For an accurate evaluation, this teacher must know the students very well for 
a long enough period of time, and must have noticed the student‘s characteristics and 
behaviours before any evaluation. In other words, if the teacher is asked to evaluate 
new students using the revised PRS screening for learning disabilities, the evaluation 
will be less accurate. As a result, in Saudi Arabian schools, resource room teachers 
work with mainstream classroom teachers or teachers of the subjects in which 
students have difficulties to complete the assessment. These two teachers together 
have a sufficient understanding of these students‘ behaviour.  
Table ‎2.4 
Example of rating and scoring procedures for a sub-area  
Auditory comprehension   
Comprehending word meanings Rating 
Extremely immature level of understanding 1 
Fails to grasp simple word meanings, misunderstands words at grade level 2 
Good grasp of vocabulary for age and grade 3 
Understands all grade level vocabulary, as well as higher-level words‘ meaning 4 
Superior understanding of vocabulary, understands many abstract words 5 
 
Note: Teachers rate only once per each area and the circled score is the sub-areas core 
(e.g., comprehending word meanings). 
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For scoring procedures, several steps are followed to obtain a mean score on 
each scale. In total, the Myklebust scale provides three scores: total, verbal tests and 
non-verbal tests. For the example score shown below, 1.98 would indicate the 
student has learning disabilities. A verbal test score below 1.84 would mean the 
student has verbal learning disabilities and a score on non-verbal tests below 2.144 
would show the student has non-verbal learning disabilities. 
Table  2.5 
Example of scoring procedures  
Auditory comprehension  Score 
Comprehending word meanings 2 
Following instruction 1 
Comprehending class discussions 3 
Retaining information 1 
Total  7 
 Note: The total score is divided by four (the number of sub-areas) in this example (7 ÷ 4=1.75). 
 
 Informal assessment  2.3.2
The informal assessments to identify students with learning disabilities in Saudi 
Arabia refer to two standardised tests built and reviewed by specialist teachers, 
resource room teachers, education supervisors from the Department of Learning 
Disabilities, and educators from the School of Special Education at King Saud 
University. The following two sections discuss these academic and developmental 
assessments. 
2.3.2.1 Academic assessment  
The academic assessment refers to the academic standard evaluations, which were 
built by one resource teacher and reviewed by a team of eight specialists. These 
specialists work in a single subject, such as maths or Arabic; six are resource room 
teachers and one is an educational supervisor. The academic assessments are based 
on the curriculum and applied by the resource room teacher. This assessment 
evaluates the students‘ skills in their areas of weaknesses (e.g., maths, reading, and 
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writing). Students are evaluated on skills in their current grade and two grades below. 
For example, if the student is in grade 3 and he or she shows low writing ability, this 
student will be evaluated in grade 1, two and three writing skills. A student in grade 
3 who has problems with reading illustrates another example. The resource room 
teacher should test the student on the reading curriculum for grade 1 and 2 to 
determine this student‘s reading level. This assessment‘s purpose is to reveal 
weaknesses and missing skills. Then, the teachers develop individual educational 
plans according to the reports‘ results; this plan should include long-term goals, 
short-term goals and instructional goals (Al-Abdullatif, 2009). Teachers evaluate 
students individually, starting from the lower to upper grades.  
The academic assessment evaluates the three main areas of maths, reading, 
and writing. A typical reading assessment covers around 20 skills and varies from 
level to level. Students are evaluated from the easiest to the most difficult skills. 
Figure 2.1 shows a question from a grade 3 reading assessment, which asks students 
to read a text of 100–150 words. Based on this item‘s criterion, students need to read 
the entire text correctly to pass. When students start making mistakes, the teacher 
then count  s mistakes for a further analysis of which words the students assessed 
could not read. Figure 2.2 presents a question on a writing skills test in grade 3. The 
item asks the students to add the three punctuation marks (i.e., colon, comma, and 
exclamation points) into the text correctly. Getting three out of four is a passing 
score, and any score below that means students may have some problems in writing 
skills. 
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Figure ‎2.1. Example of evaluating reading skills using academic assessment. 
 
Figure ‎2.2. Example of evaluating writing skills using academic assessment. 
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With regard to evaluating maths, Figure 2.3 shows a question evaluating skill 
number nine from the grade 3 maths books. Students are asked to collect two or three 
numbers, each of which are mostly composed of three numbers. If the students get at 
least three out of five, that means they had passed; but, if their result is less than three 
(e.g., two out of five), this indicates the students are weak in this particular skill. The 
procedure after administering academic assessments is to calculate each test score 
and complete the results report to give an overview of the student‘s strengths and 
weaknesses (see Table 2.6). 
 
 
Figure ‎2.3. Example of evaluating maths skills using academic assessment. 
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Table ‎2.6 
Example of identifying writing weakness in an academic assessment  
Specific skills Criterion Degree 
acquired 
Showing disabilities 
   Yes No 
Holds the pen in the right way  3 out of 4 4  √ 
Copies the alphabet  5 out of 5 5  √ 
Writes the alphabet in three different 
shapes (beginning, middle and end of 
word ) 
  
5 out of 5 2 √  
Organises words to build correct sentence  3 out of 4 2 √  
 
In Saudi Arabia, measuring poor academic performance is a part of the 
assessment plan for identifying learning disabilities. Table 2.6 shows the writing 
skills measurement for a grade 1 student. It is similar to the Early Years Easy Screen 
(EYES), which is part of the Early Screening Profiles designed in the United States 
for children between the ages of 2 and 7; this tool is also used in Australia and New 
Zealand (Westwood, 1997). EYES measure a child‘s skills, such as pencil skills, 
number skills, word matching, and other competencies. The aim of this measurement 
is not only to identify the child‘s areas of weakness and difficulty, but also to help his 
or her teacher decide on the most appropriate form of teaching support (Westwood, 
1997). Similar to what happens in a resource room in Saudi Arabia, the aim of 
applying these academic assessments is not only to identify students‘ areas of 
difficulty, it is also designed to help resource room teachers to build an individual 
educational plan to support students with learning disabilities. 
2.3.2.2 Developmental assessment 
The resource room teachers also applied the developmental assessment (see 
Appendix F), which refers to an informal standard assessment provided by the 
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Department of Special Education at King Saud University to the future resource 
room teacher to evaluate the student‘s psychological processes. These psychological 
processes are the mental function components that affect student learning and they 
refer to the basic cognitive processes of perception, memory and attention (Bender, 
2008). The developmental assessment contains 15 items: audio and visual memory; 
auditory and visual discrimination; auditory and visual perception; directions; figure 
and ground; visual and auditory closure; figure and ground (visual); figure and 
ground (auditory); recognition of objects with touch general skills; and shapes. Each 
one of the previous 15 items consists of between two to four questions. The teacher 
evaluates students in the resource room by reading the assessment questions one by 
one for the student and explaining the instructions. Teacher should not move to the 
next item until the student completes the current item, unless the student cannot 
answer it, after which the teacher moves to the next item. 
 
Figure ‎2.4. Example of assessing visual discrimination. 
Figure 2.4 shows an example of assessing visual discrimination. Students are 
asked to match the letters, words, and phrases from the middle to the left column. 
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Each item of six examples has one score so that the passing criterion is five out of 
six, which indicates students are at a normal level but less than five indicates that 
students have some deficiency in visual discrimination based on the standard score in 
the criteria sheet (see Table 2.6).  
 
Figure ‎2.5. Example of assessing figure and ground perception. 
Figure 2.5 contains an example of assessing figure and ground perception in 
which the students are asked to say how many trees are in the picture. The objective 
behind this question is to evaluate the student‘s ability to discriminate figures with a 
confused background. For examples of other psychological processes items, see 
Appendix F. The teacher can calculate the score during the evaluation because this is 
not complicated. The teacher merely counts how many questions the students 
complete and writes this as the score. For example, if the students can answer three 
questions out of six, the score is three out of six. Finally, after the teacher has 
assessed the students in all 12 psychological processes, he or she writes the score 
after each item (see Table 2.7).  
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Table ‎2.7 
Table used to score psychological processes 
Items Assessment items  Criterion Score 
1 Audio memory 4–5  
2 Visual memory 5–6  
3 Long-term memory 3–4  
4 Auditory discrimination 9–10  
5 Visual discrimination 5–6  
6 Auditory perception 4–5  
7 Visual perception 2–3  
8 Directions 5–6  
9 Visual closure 7–8  
10 Auditory closure 4–5  
11 Figure and ground (visual) 16–20  
12 Figure and ground (auditory) 6–8  
13 Recognition of objects with touch 3–4  
14 General skills 5–7  
15 Shapes 12–13  
 
The model of identifying Saudi Arabian students with learning disabilities has 
been based mostly on informal assessments that measure academic skills and focus 
on the discrepancy criteria. There are also other examples of countries, such as 
Australia, where special education teachers or learning support teachers (LST) apply 
informal methods to identify students with learning disabilities. One of these 
identifying methods is the aptitude-achievement discrepancy (Callinan, Teiler, & 
Cunningham, 2015). Although both Saudi Arabia and Australia use this discrepancy 
method, the discrepancy criterion employed in the two countries is different. In Saudi 
Arabia, resource room teachers look at the discrepancy between the student‘s 
achievement in different subjects or skills, such as reading, science, and maths, to 
define learning disabilities in only one or two specific areas. Low achievement in all 
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subjects is not used to determine learning disability. Callinan et al. (2015) reported 
that, in Australia, the discrepancy method is used to define significant discrepancies 
between aptitude and achievement. Although the researchers did not clarify how the 
discrepancy between aptitude and achievement is traditionally measured, they argue 
that this method can be helpful as a secondary method for identifying learning 
disabilities. This approach is not recommended for diagnosing specific learning 
disabilities (Callinan et al., 2015). In both Saudi Arabia and Australia, the aim of 
using the discrepancy method is to distinguish between students with learning 
disabilities and students with low achievement.  
Callinan et al. (2015) suggest that cognitive deficits that cause learning 
disabilities also need to be assessed. This could include naming speed deficits and 
phonological processing deficits. Two examples of appropriate assessments that 
measure the cognitive deficits causing learning disabilities are double deficit theory 
and verbal memory (see Callinan et al., 2015). 
Another common method for identifying students with learning disabilities in 
the Australian context is response to intervention (RTI) approach (Callinan et al. 
2015; Graham & Bailey, 2007). RTI refers to the approach of providing students who 
struggle academically with high quality intervention and instruction, and then 
assessing their responses to the intervention as a basis for making further education 
decisions (Bums, 2010). RTI has been used in Australia for the early identification of 
learning disabilities (Graham & Bailey, 2007). Hence, when students fail to respond 
to changed instructions and high quality intervention, it provides evidence that the 
student has a learning disability (Fletcher, Francis, Morris, & Lyon, 2005). In 
summary, although these methods are useful for the early identification of students 
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with learning disabilities and for developing intervention strategies, they are not used 
in Saudi Arabia.  
 Conclusion  2.3.3
In conclusion, this chapter explored the constructs of learning disabilities and 
discussed the process and assessments for diagnosing students with learning 
disabilities in Saudi primary girls‘ schools. Three steps of the identification process 
discussed were: (1) referring students with low achievement in specific areas and 
who have failed the class to the resource room for evaluation; (2) seek the parents‘ 
permission to enrol their children in the resource room; and (3) apply three types of 
assessments to identify students‘ learning disabilities. Two types of assessment were 
also discussed: (1) formal assessment such as the Pupil Rating Scale screens for 
learning disabilities (Myklebust, 1971); and (2) Informal assessments which were 
built, reviewed and developed by specialists and educators in the country. These 
include academic tests that are based on the national curriculum. Finally, this section 
has described the comment method used for identifying students with learning 
disabilities in Australia and compared it with the process employed in Saudi Arabia. 
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Chapter 3 Literature Review 
3.1 Introduction 
This chapter provides a literature review of the key concepts and theories that inform 
this research project. The review is comprised of nine sections; first, I introduce the 
key components of this chapter. The second section includes a discussion of the 
extent to which students with learning disabilities face socio-emotional issues. Then 
this study acknowledges that students with learning disabilities confront a range of 
stress factors in addition to those confronted by all adolescents. As this study is 
confined to school experiences, the literature which addresses school-related stress 
will be explored including research on school-related stress for students with learning 
disabilities. Coping — including the meaning of coping strategies and coping 
theories — will be reviewed, followed by a discussion on coping for students with 
learning disabilities. Finally, I present a theoretical framework, conceptualised from 
this literature, to inform the study. 
3.2  Social and emotional issues of students with learning disabilities  
The literature shows that students with learning disabilities may have negative social 
and emotional experiences. A more recent mixed-method study by Milligan, Phillips, 
and Morgan (2016) identified that social issues are more common in children with 
learning disabilities in particular children who are at risk for mental health problems. 
In a review study, Elksnin and Elksnin (2004) discussed the social and emotional 
problems of students with learning disabilities. In their paper, they reviewed the 
context and range of social and emotional issues for learning disabled students. Poor 
self-concept, mental health problems, and poor relationships are characteristics of 
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students with learning disabilities. Also, the review showed that about one-third of 
students with learning disabilities are less capable of dealing with social interactions 
than their non-learning disabled peers and are thus considered to have problems with 
social skills. Elksnin and Elksnin (2004) suggested that poor communication skills, 
an inability to understand others‘ emotions, and academic difficulties contribute to 
creating social and emotional problems for students with learning disabilities. 
Elksnin and Elksnin (2004) supported early studies (e.g., Gresham, Sugai, & Horner, 
2001; Kuhne & Wiener, 2000) that have attributed learning disabled students‘ 
rejection by peers to the former‘s poor social and emotional skills.  
An empirical study by Bauminger, Schorr Edelsztein, and Morash (2005) 
investigated the social cognition processes of primary school students with and 
without learning disabilities, focusing on social information processing and complex 
emotional understanding capability. Study participants included 100 students, 50 
with learning disabilities, and 50 without. Each group contained 35 boys and 15 girls 
in grades 4-6, and aged between 9.4 and 12.7. The researchers applied a modification 
of Tur-Kaspa and Bryan‘s social information and processing measure (1994), based 
on Dodge‘s model (1986), in order to examine the students‘ social information 
processing. This measurement contained five social stories about peer entry, 
provocation by a child, provocation with a child victim, sibling relationship and 
teacher—student relationship. As their study focussed on students‘ experience with 
their peers, Bauminger and colleagues excluded the teacher—student relationship 
topic and changed the sibling relationship topic to a scenario between two friends. 
The examiners read each story topic to the students individually and examined their 
answers to questions under the following categories: encoding social cues, 
representing/interpreting social cues, clarifying goals, searching for possible social 
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responses and making a response decision (Bauminger et al., 2005, pp. 48-49). 
Emotional understanding was measured by examining the emotional recognition 
from 18 different stories describing six different emotions such as happiness or 
sadness. An examiner read a story to a student and asked how the child in the story 
felt. The researchers also assessed students‘ emotional recognition by showing them 
10 different pictures of social situations demonstrating six different emotions, four 
basic and two more complex. 
Findings indicated that students with learning disabilities were less proficient 
in encoded social cues, recall of information, or suggestions of social solutions than 
their peers without learning disabilities. However, students with learning disabilities 
could identify problems and the nature of a harmful situation to a similar degree as 
their peers without learning disabilities. The findings also indicated that primary 
school-aged students with learning disabilities had difficulty in understanding 
complex social emotions. Bauminger et al. (2005) were uncertain whether these 
difficulties were due to emotional-cognitive problems or due to a lack of social 
experience as a result of their peers‘ rejection. Consequently, further empirical 
studies were suggested. 
In addition, Elksnin and Elksnin discussed how definitions of learning 
disabilities affect policies about including and supporting students with learning 
disabilities in schools. However, these authors argued that waiting for a complete 
understanding of the causes of related social and emotional issues would mean no 
social and emotional intervention would ever be developed and thus students would 
not receive the support and advantages of special education programs at school. This 
would then ensure that disabled students continue experiencing social and emotional 
issues at school, causing them to experience stress more often during their school 
Chapter 3: Literature Review 56 
day. It is required to provide students with learning disabilities with positive social 
experience at school to develop their social skills that influence their adaptation with 
social situations (Milligan, Phillips, & Morgan, 2016). 
Several researchers (e.g., Semrud-Clikeman & Schafer, 2000; Swanson & 
Malone, 1992) have reviewed the early studies that investigated the social and 
emotional side of students with learning disabilities. Swanson and Malone‘s (1992) 
meta-analysis reviewed 39 studies to define evidence justifying whether students 
with learning disabilities have lower social skills than their non-learning disabled 
peers. They found that some studies argued that students with learning disabilities 
showed significant social skills deficits more often than typical students did. Also, 
Swanson and Malone‘s (1992) meta-analysis found that some other studies suggested 
that students with learning disabilities do not have social deficits. Therefore, there 
was no evidence for the assumption that social issues are the main cause of students‘ 
learning disabilities (Swanson & Malone, 1992).  
An article by Semrud-Clikeman and Schafer (2000) reviewed the social and 
emotional issues of children, with a specific focus on the processes that may have an 
impact on the social and emotional development of children with ADHD and 
learning disabilities. The aim of their work was to encourage researchers to put a 
stronger focus on the causes of social issues in children, especially those with 
learning disabilities. In their review of the literature of the social and emotional 
development of children with learning disabilities, they made several notable 
findings. Some findings indicated that, while many students with learning disabilities 
have social deficits, there was no evidence that social deficits were main components 
of the learning disabilities or a result of such. Other findings showed that some 
children with learning disabilities were better socially adjusted than some other 
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children without learning disabilities and also successful in helping their peers in 
social situations. Additionally, the social components of children with learning 
disabilities were not significantly different from their peers who were low achievers 
and those without learning disabilities. According to Semrud-Clikeman and 
Schafer‘s (2000) review, it seems that early research in social and emotional issues 
was unable to clarify the nature of the relationship between social and emotional 
deficits and learning disabilities. 
Regardless of what causes social difficulties and learning disabilities, a large 
number of children with learning disabilities do experience social and emotional 
issues and they are at a greater risk of facing more psychological problems later in 
life (Semrud-Clikeman & Schafer, 2008). Therefore, we need to help students with 
learning disabilities to devise their own strategies for coping, not only with their 
academic difficulties but also with their social and emotional problems. There is 
much research yet to be done and interventions to be applied to help students with 
learning disabilities cope with their difficulties; and some nations, such as Australia, 
have begun this task (e.g., Firth et al., 2008; Firth, Greaves & Frydenberg, 2010; 
Firth, Frydenberg, & Bond, 2012). There remains a lack of such work in Saudi 
Arabia. This current study investigated the school-related stresses of five primary 
school girls with learning disabilities in Saudi Arabia. The following section 
discusses school-related stress, after clarifying the concept of stress. 
3.3 Stress and school-related stress  
Stress is an individual‘s reaction to situations, events, or circumstances that place a 
physical or psychological demand on that person (Selye, 1984). In his book, The 
Stress of Life, Selye clarified what stress in life means for a wide range of people, 
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defining stress as all situations or circumstances that cause people to suffer harmful 
consequence. In addition, Selye emphasised the importance of understanding the 
nature of stress in order to provide a variety of ways to live a more stress-free life 
(Selye, 1984). 
A review paper by Krohn (2001) discussed the three theories of stress. They 
are the systemic stress theory, known as Selye‘s theory, psychological stress, known 
as Lazarus‘s theory, and the resources theory of stress attributed to Hobfoll (1989). 
The first theory is based on the endocrinologist Hans Selye‘s work. Selye observed 
from animal studies that a response to stress occurred in three stages: (1) alarm 
reaction, also known as the shock phase, in which the process of defence occurs; (2) 
the stage of resistance, which is when the body starts to adapt and stops reacting 
defensively; (3) the stage of exhaustion in which the alarm reaction appears again but 
without the element of resistance (Krohn, 2001).  
The second theory, Lazarus‘s psychological stress theory, comprises two 
significant concepts: (a) appraisal, which refers to an evaluation of the event; and (b) 
coping, which refers to the effort individuals make to control demands put on them. 
Stress is defined in this theory as a relationship between the individual and his or her 
environment that is appraised as significant. According to Krohn (2001), this theory 
identifies two possible types of appraisal. The primary form is when the individual 
evaluates the experienced event as relevant. The secondary type is when the 
individual evaluates which coping options are available to adapt to stress (Lazarus & 
Folkman, 1984). 
The third theory, the resource theory of stress, or the Conservation of 
Resources Theory, propounded by Hobfoll (1989), emphasises the attention given to 
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resources that protect people‘s wellbeing while experiencing stress. These resources 
include hardiness, social support, optimism, self-efficacy, and a sense of coherence. 
These can be divided into object, condition, personal, and energy resources. This 
theory suggests that losing any resource is a source of stress. However, the 
possession of some resources can compensate for the absence of other resources. For 
example, people with high self-esteem benefit from social support when facing stress 
more than those with low self-esteem do (Krohn, 2001). The following section 
reviews and discusses the literature on school-related stress. 
 School related stress 3.3.1
There has been much research on the school-related stress of adolescent students 
(Feurer & Andrews, 2009; Geisthardt & Munsch, 1996; Kaplan, Liu, & Kaplan, 
2005; Murberg & Bru, 2004; Piekarska, 2000; Nastasi et al., 2007). However, less 
attention has been paid to the school-related stress of primary school students 
(Bauwens & Hourcade, 1992; Helms, 1996; Leung, Yeung, & Wong, 2010). 
Examples of some of the research on younger children include work by Bauwens and 
Hourcade (1992), Helms (1996) and Leung et al. (2010). Bauwens and Hourcade‘s 
(1992) study sought to identify school-related stress for at-risk students of school 
failure and dropping out from school in primary and high school. Similarly, Helms 
(1996) explored school-related stress in children with and without disabilities in 
grades 4 through 12. However, Leung et al.‘s (2010) research appears to be the only 
study focused solely on primary school students. The cited authors‘ aim was to 
examine relationships between parental support and the stress levels of students. 
These literatures are discussed further in the following sections 3.3.2, 3.3.3, and 
3.3.4. 
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 Academic stress 3.3.2
Several recent studies have found that academic stress is the most common form of 
stress in children (Conner, Pope, & Galloway, 2009; Feurer & Andrews, 2009; 
KidsHealth, 2005; Leung et al., 2010). This section will discuss those studies which 
focus on academic stress as experienced by all students. Academic stress is broadly 
defined as stress emerging from experiences associated with school and learning. 
Conner et al.‘s (2009) study surveyed 3500 high school students and found 
that 70% of the respondents attribute their stress to schoolwork and 56% attribute 
their worries to tests, grades and peer acceptance. Similarly, the organisation 
KidsHealth (2005) surveyed 875 students aged between 9 and 13-years old and 
found that 36% experience academic stress. In addition, 32% reported stress related 
to their families; 21% felt stress because of friends, peers, gossip, and teasing; 20% 
experienced stress related to their relationships with siblings and 20% experience 
stress in response to annoying people. Another study by Murberg and Bru (2004) 
examined the association between gender, school stress, and psychosomatic 
symptoms in 531 students between 13 and 17-years old, in Norway. The findings 
showed that girls experience psychosomatic symptoms more than boys do. Results 
also suggested four types of school-related stress: schoolwork pressures, worries 
about school achievement, difficulties interacting with peers at school and conflicts 
with parents or teachers (Murberg & Bru, 2004).  
There are many issues related to academic stress. As an example, students are 
often embarrassed and sensitive to criticism when called upon to answer questions in 
area of weakness this can lead to loss of face. Ho (1976) defined losing face as 
―when conduct or performance falls below the minimum level considered acceptable 
or when certain vital or essential requirements, as functions of one‘s social position, 
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are not satisfactorily met‖ (p. 871). In addition, academic stress appears to be a 
global phenomenon. For example, in a cross-sectional study conducted in Hong 
Kong (Leung et al., 2010) surveyed 1,171 grade-5 and grade6 students and found 
that academic stress is an important factor contributing to the anxiety experienced by 
primary school students. This study investigated the relationship between parent 
support and academic stress of primary school students. Findings showed that 
students were stressed because of their fear of academic failure and because of 
parental demands. Due to cultural influences on Chinese students, academic 
performance and parental demands present a significant source of stress. 
Academic stress and social stresses are related and affect each other. For 
instance, the high expectations of family and society regarding academic 
performance result in academic stress and anxiety (Leontopoulou et al., 2011). 
Experience suggests that high expectations are placed on students at all levels, 
especially by their families. These expectations, which are related to cultural 
influence, would lead students to experience academic struggles and emotional 
problems. 
 Stress related to teachers‘ mistreatments 3.3.3
According to several studies, one of the key stressful events students face in the 
school environment is stress related to teacher behaviour (Bauwens & Hourcade, 
1992; McEachern, Aluede, & Kenny, 2008; Piekarska, 2000). In addition, stress 
generated by teachers is named differently in the literature. For example, Bauwens 
and Hourcade‘s (1992) qualitative study in the Pacific Northwest region of North 
America, aimed to identify types of school-related stress for at-risk students of 
school failure and dropping out from school. A total of 197 primary and high school 
students were interviewed by 65 classroom teachers attending a three-day training 
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workshop on ―Kids at risk‖. The findings indicated that six main sources of school 
stress are experienced by students and treatment by teachers was one of the school 
stresses. Also, Piekarska (2000) referred to stress that students experienced due to 
teacher poor treatment as teachers’ abusive behaviours. In addition, McEachern et al. 
(2008) referred to stress caused by teachers‘ poor treatment as Emotional abuse of 
the students by teacher. In this study the term teachers’ mistreatments will be used to 
refer to stress related to teachers‘ poor treatments experienced by students. The term 
teachers’ mistreatment is more appropriate for the degree and type of stress related to 
the teacher that was found in this study. In the following paragraphs the three study 
will discussed the stress related to teachers‘ mistreatments.  
Bauwens and Hourcade (1992) found poor treatment by teachers to be a 
source of stress for students at-risk of school failure in primary school and high 
school; also, Bauwens and Hourcade‘s findings showed that teacher mistreatment 
was the third most prevalent cause of stress after school work and social interaction. 
According to Bauwens and Hourcade (1992), the most common form of teacher 
mistreatment in class was screaming or shouting at students. In addition, McEachern 
et al. (2008) identified comments regarding a student‘s appearance, culture, and 
dress, and mention of their personal and family problems in front of the class as 
sources of stress for the student.  
Mistreatment of students by teachers can begin in kindergarten and continue 
through the secondary school level (Piekarska, 2000). Such behaviour can include 
threats as well as embarrassment and humiliation, such as asking the student to read 
her/his poor writing in front of the class, commenting on the student‘s learning 
problems, and labelling students as stupid and lazy (Piekarska, 2000). Piekarska‘s 
study investigated the school-related stress of 271 students aged 13 to 14-years- old 
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in Poland. The study also examined the frequency and intensity of stress, as well as 
students‘ coping strategies. Piekarska applied a field-correlative design using six 
open-ended questions and a school stress scale. The study‘s findings indicated that 
their mistreatment by teachers was the most frequent stressors described by students. 
McEachern et al. (2008) discussed seven categories of teacher behaviour and 
emotional abuse (teacher mistreatment) in the classroom. These categories included, 
but were not limited to, situations and behaviours which negatively impacted the 
classroom environment such as labelling, screaming, and threats used to control the 
class. These seven categories are:―…(a) demeaning; (b) discriminating, prejudicial, 
and biased; (c) dominating and controlling; (d) destabilizing and intimidating; (e) 
distancing and emotionally non-supportive; and (f) diverse (i.e., attitudinal 
behaviours that have a negative impact on the classroom climate)‖ (McEachern et al., 
2008, p. 5). 
An example of the attitudinal behaviours that may exhibit by teacher is 
rejection of and refusal to teach students with special needs. de Boer, Pijl, and 
Minnaert (2011) conducted an analytic study to review 26 reports from about 16 
countries that examined teachers‘ attitudes toward including students with special 
needs in primary schools in the period between 1998 and 2008. The main findings 
showed that the majority of the teachers have negative attitudes toward inclusive 
education. Also, it found that there are three variables related to teachers‘ attitudes: 
teacher training; teacher experience; and the type of disabilities students have (de 
Boer et al., 2011). Some relevant results indicated that students with specific learning 
disabilities, behavioural disorders, and intellectual disabilities were more often 
refused by their teachers, and teachers had more negative attitudes toward them 
compared to students with sensory and physical disabilities (de Boer et al., 2011). 
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Although the Saudi Arabian Ministry of Education has prohibited teachers‘ 
mistreatments of students (especially physically) for more than a decade (Asharq Al-
Awsat newspaper, 2013), mistreatments of various forms by teachers directed at both 
girls and boys still exist in Saudi Arabian schools. As a result, the Ministry of 
Education in Saudi Arabia strives to enforce a lack of tolerance for teachers‘ abuse of 
students in school. In addition, a decision was issued to prevent the use of 
punishment in all forms— physical, verbal, and psychological— as this punishment 
is not appropriate or at all consistent with the role of the school and the mission of 
education (Al Watan Saudi Arabian newspaper, 2013).  
The abuse of children in school is viewed differently from one culture to 
another (McEachern et al, 2008). For example, physical and other psychological 
forms of punishment continue to be used to discipline children in the classroom in 
some cultures (Sava, 2002). Abuse of children in school is more common in less 
developed countries than in developed countries. For example, a study by Elbedour, 
ElBassiouny, Bart, and Elbedour (2013) found that abusive behaviours on the part of 
teachers happen frequently in Bedouin schools. In this study, 1,592 primary and 
secondary school students in Bedouin schools in Israel completed a survey. The aim 
of the survey was to determine how much abusive behaviour by teachers is occurring 
and to compare the findings with those of another study conducted by the authors in 
1997. Results indicated that teachers‘ abusive behaviour occurred much more 
frequently in 2012 than they found in their 1997 study. 
 School-related stress for students with learning disabilities  3.3.4
Although there is much literature on stress, school stress and learning disabilities, 
only a limited number of studies report on school-related stress for students with 
learning disabilities, most of which were published in the mid and late 1990s and 
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early 2000s; the most recent study was published in 2009. The review of the 
literature highlights a time gap in the available research. As a result this study‘s 
literature review included the most relevant and significant studies in school-related 
stress for students with learning disabilities regardless of the age of the publication. 
These studies explored the school-related stress experienced by students with 
learning disabilities (Feurer & Andrews, 2009; Geisthardt & Munsch, 1996; Helms, 
1995; Helms, 1996; Wenz-Gross & Siperstein, 1998). Most of these studies that were 
conducted were comparative studies which compared learning disabled students with 
their non-learning disabled peers and focused on adolescence, see Table 3.1. One 
such study by Helms (1996) explored school-related stress in children with and 
without learning disabilities. Helms examined whether children with learning 
disabilities have higher levels of school-related stress than their non-disabled peers. 
The study evaluated 7,200 students, grades 4-12, from urban and suburban schools in 
Rhode Island, including 249 students with learning disabilities and intellectual 
disabilities. The School Situation Survey was the measure used. Findings indicated 
that students with disabilities, including those with learning disabilities, have limited 
strategies for handling difficult situations. As a result, these students experience 
stress more than their peers who do not have learning disabilities. 
A study by Wenz-Gross and Siperstein (1998) found that students with 
learning disabilities experience more stress than those without, which is consistent 
with Helms‘s 1996 study. Helms (1996) attributes the difference in stress levels 
between students with learning disabilities and those without to the lack of cognitive 
and social skills of those with disabilities. Wenz-Gross and Siperstein (1998) 
examined the relationship between stress, social support, and adjustment. The 
participants of Wenz-Gross and Siperstein‘s (1998) study included 40 students with 
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learning problems (which were a result of their learning disabilities and intellectual 
disabilities) and 396 general students without learning problems in middle school. 
The results indicated that students with disabilities had higher levels of stress related 
to teacher interaction and peer interaction than their peers who were not disabled. In 
addition, those students with learning disabilities had higher levels of stress due to a 
low academic self-concept. Wenz-Gross and Siperstein (1998) referred to academic 
self-concept stress as feelings of low self-concept due to academic stress. For 
example, students with learning disabilities who have difficulty following 
instructions or generalising new skills to other situations have low self-concepts. As 
a result, every time these students face academic stress, they experience the effects of 
a low self-concept (Wenz-Gross & Saperstein, 1998). 
Similarly, a study by Feurer and Andrews (2009) found that students with 
learning disabilities have higher levels of academic self-concept stress than their 
peers without learning disabilities. Furthermore, they found that students with 
learning disabilities may be more likely to experience some types of school-related 
stress such as peer rejection, poor teacher interactions, and academic problems than 
their peers without learning disabilities. The Feurer and Andrews study was aimed at 
examining school-related stress and depression in adolescents with and without 
learning disabilities. The School Situation Survey (Helms & Gable, 1989) was used 
to assess students' levels of school-related stress. The survey includes 34 items and 
seven scales. School stress such as teacher interactions, academic stress, peer 
interactions, and academic self-concept were assessed (Feurer & Andrews, 2009). 
The authors found that students with learning disabilities and their peers without 
learning disabilities did not experience significantly different levels of depression 
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and some forms of school-related stress; however, students with learning disabilities 
had higher levels of stress due to a low academic self-concept. 
Feurer and Andrews‘s findings are consistent with those of Geisthardt and 
Munsch‘s 1996 study, which indicated that adolescents with and without learning 
disabilities were not significantly different in their experience of stress related to 
school events. Geisthardt and Munsch (1996) aimed to compare the experience of 59 
students with learning disabilities (27 females and 32 males) with those of 402 of 
their peers without learning disabilities (241 females and 161 males), while 
transitioning through middle school. The results showed that students with learning 
disabilities were more likely to report their academic stresses and less likely to report 
social stresses. In addition, the study found that two coping strategies were utilised to 
deal with school-related stress: avoidance coping strategies and seeking help from 
peers. The findings indicated that students with learning disabilities were more likely 
to apply the avoidance strategies than were their peers without learning disabilities. 
These results were not surprising, as those with learning disabilities have fewer tools 
for dealing with stressful events. As a result of their limited coping strategies, 
learning disabled students sometimes tend to seek help from their peers in order to 
handle social and academic stress (Geisthardt & Munsch, 1996). In the following 
section the concept of coping including a review of the early theories of coping will 
be discussed. 
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Table ‎3.1 
Summary of the literature of stress and school-related stress 
Author 
& year 
Feurer & Andrews 
(2009) 
Wenz-Gross & 
Siperstein (1998) 
 
Geisthardt & Munsch 
(1996) 
 
Helms 
(1996) 
Piekarska (2000) 
 
Murberg & Bru 
(2004) 
 
 
Aim    
 
 
 
 
School-related stress & 
depression in adolescents 
with and without learning 
disabilities. 
 
Comparative study 
Stress, social support 
and adjustment  
 
 
 
Comparative study 
School-related stress during 
the transition to junior high 
school  
 
 
 
Comparative study 
school-related stress in 
children with and 
without disabilities 
 
 
 
Comparative study 
School stress & 
coping  
 
School related stress, 
gender & 
psychosomatic 
symptoms 
 
 
Participants 
 
 
87 secondary  school 
students  
38 LD & 49 NLD 
 
In Calgary (Canada) 
 
40  students with LP4 
due LD , MR & 396 
students without 
learning problem 
In middle school   
 
59 students with LD      ( 27 
females, 32 males) & 
402studnets without LD (241 
females. 161 males) 
 
 
 
 
 
 
7,200 grade 4-12  
students / urban and 
suburban school in 
Rhode Island 
249 students with 
disabilities and ,mental 
retardation   
 
271 students Aged 
13-14  
In Poland 
 
 
531 students grade 
8,9,10 age between 
13-16  
Form two 
compulsory schools 
in Norway  
 
Method Questionnaires  
  
 Checklist   School stress scale  
 
Finding    
 
 
*LDs & their peers not 
significant different in 
depression & school stress;  
 
*LDs reported significantly 
higher levels of academic 
self-concept stress than 
their peers. 
 
*Positive correlation 
*Students with LP 
experienced more 
stress  
,less peer support , 
greater adult support, 
and poor adjustment 
than those without LP 
 
*Adjustment was 
related to students 
*Adolescents with LD were 
more likely to report that 
they had failed a class and 
less likely to report they had 
been chosen for a school 
activity than their non-LD 
peers. 
 
*Both did not differ in their 
perceived stressfulness of 
*Students with 
disabilities  were high in 
scale in stresses related 
to teacher and peer 
interaction  
 
*While children without 
disabilities scored high 
in academic stress and 
academic self-concept. 
*The most frequent 
stress is teacher 
abusive behavior at 
classroom. 
18.1 % were affected 
by at least one of the 
assessed 
psychosomatic 
symptoms  
*Girls reported 
significantly more 
psychosomatic 
symptoms than boy  
*Four school-related 
                                                 
4
 LP: means learning problem.  
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between school-related 
stress and depression  
stress in middle school  any of the pertinent school 
events 
 
 
*LD rely on avoidance CS  
extremely more than their 
peer when coping with 
academic stress 
*LD mobilised fewer peers 
for social support in an 
academic stressor or with an 
interpersonal problem. 
 
 
stresses: worries 
about school 
achievement, school 
work pressure, 
difficulties with peers 
at school, and 
conflict with parents 
or teacher. 
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3.4 A conceptualisation of coping 
It is important to define the concept of coping and its underlying meaning in 
education literature. Coping is a very general term that is broadly applied in the areas 
of health, psychology, and education (Lazarus & Folkman, 1984). The concept of 
coping refers to the ways in which people deal with challenging situations (Hayes & 
Stratton, 2012). In everyday life, people cope by applying strategies to relieve stress 
or to find other ways to solve their problems (Lazarus & Folkman, 1984). 
It is essential to distinguish between the two forms of coping strategies 
described by the terms adaptive and non-adaptive coping. Adaptive coping uses 
positive ways of dealing with problems and reducing stress; for instance, students 
accept the problem, live with it, and develop some strategies to resolve it. Non-
adaptive coping refers to the practice of ignoring problems and becoming involved in 
unhealthy activities, such as drug use, rather than addressing the main issue 
(Maynard & Welch, 2009). The term adaptive was used interchangeably with the 
term active to refer to a positive method of coping. Conversely, the term non-
adaptive was used interchangeably with the term avoidant to refer to a negative 
method of coping (Radnitz & Tiersky, 2007). In educational settings, teachers and 
other educators encourage students to circumvent their weaknesses by finding other 
ways of learning and building required skills. Students with special education needs, 
such as students with learning disabilities, apply strategies to cope with their 
disabilities. Students choose their own ways of coping based on their interests, 
abilities, and available resources. For example, students with high levels of social 
efficacy tend to discuss difficult topics and tasks with their peers to get help and 
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advice in order to understand the task (Corkett et al., 2008). The following section 
will introduce the early coping theories that had explained the coping behaviours in 
humans. 
3.5 Early theories of coping  
A number of researchers define coping as reacting to limit the influence of stress, as 
well as the influence of emotional, psychological, and physical difficulties (Maynard 
& Welch, 2009). Coping involves a constant change in cognitive and behavioural 
responses to adverse external demands. The concept of coping has been studied for 
several decades, and various theories and propositions have thus far been advanced 
as explanations of coping behaviour in humans (Radnitz & Tiersky, 2007; Westman 
& Shirom, 1995). Initially coping in humans was understood through studies 
conducted on animals (Weiss, 1971). Through animal experimentation, early theories 
on coping posited that animal behaviour, namely the fight-or-flight response, was the 
leading survival response in dangerous situations. Later, this theory was dismissed as 
understanding of the complexity of human coping mechanisms increased and more 
attention was paid to research on human coping. Subsequently, various theories and 
models have been used to explain the process of coping, including traditional 
theories of ego function such as Haan‘s psychodynamic theory of coping and 
alternative approaches to cognitive coping theories such as Folkman and Lazarus‘ 
cognitive theory of coping (1984). A cognitive approach to coping can include the 
ability to control, avoid, or prevent stressful situations. The psychodynamic theory, 
in contrast, exhibits certain weaknesses in its interpretation of coping (Radnitz & 
Tiersky, 2007). 
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Somerfield and McCrae (2000) considered the field of human coping 
mechanisms to be one of the most researched aspects of psychology, particularly 
following the demise of behaviourism. Understanding how humans manage stress 
has been an active area of research since 1923 when Freud developed the ego 
functioning model in which he proposed that the Ego develops tactics to help deal 
with the Id and the Super Ego. In discussing Freud‘s contributions, Radnitz and 
Tiersky (2007) trace the development from the work of Freud and its extension by 
his daughter (Freud, 1936/1995). This model differs significantly from later models 
such as those proposed by Haan in 1977. Haan (1969) extended Freud‘s model of 
ego processes by focusing on a psychodynamic model of coping and argued that an 
individual plays a critical, conscious role in formulating responses to situations. 
Psychodynamic coping models focus on the role of ego defences. Alternatively, 
cognitive coping theories emphasise the intermediary between external sources of 
stress and a person‘s emotional and behavioural responses to that stress (Radnitz & 
Tiersky, 2007). One of these theories, namely the theoretical proposition set forth by 
Lazarus and Folkman, has attracted more attention. Lazarus and Folkman‘s theory 
characterises the relationship that exists between cognition, coping, emotion, and a 
person‘s fit to the environment. The Lazarus and Folkman (1984) cognitive coping 
theory, which is the central framework adopted for this study will be discussed in the 
following section. 
 Cognitive coping theories: Lazarus and Folkman‘s theory of coping 3.5.1
Lazarus and Folkman‘s (1984) theory characterises the relationship that exists 
between cognition, coping, emotion, and a person‘s fit to the environment. Lazarus 
and Folkman‘s theory of coping emphasises the transactional relationship that exists 
between cognition and emotion (Lazarus & Folkman, 1984; Radnitz & Tiersky, 
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2007). According to this theoretical proposition, cognition, coping, and emotion are 
dynamically related, with cognition playing a more important role (Radnitz & 
Tiersky, 2007). In addition, this theory considers coping as an indispensable part of 
the interaction between emotion and cognition (Radnitz & Tiersky, 2007). According 
to Lazarus and Folkman, emotions are complex reactions that consist of both 
cognitive and somatic reactions. In addition, in Lazarus and Folkman‘s theory, 
coping refers to a cognitive and behavioural effort to handle both external and 
internal pressures (Lazarus, 1993). 
Lazarus and Folkman‘s cognitive model of coping divides coping styles into 
problem-focused, which is an adaptive way of coping, and emotion-focused, which is 
considered to be non-adaptive coping (Radnitz & Tiersky, 2007). Problem-focused 
coping refers to the use of active efforts in handling a problem, such as trying to 
gather more information about the problem in order to resolve it. In contrast, 
emotion-focused coping describes a coping method that does not focus on the 
problem which caused the coping event. For example, emotion-focused coping deals 
with the emotional reactions that occurs as a response to the problem, such as 
through avoidance. 
Lazarus and Folkman‘s theory elaborates on a process of coping and dealing 
with stress (see Figure 3.1). The coping process begins after a person experiences a 
specific event that is either harmful or benign. The person evaluates the situation, and 
if it is benign, then it is not necessary to find a way to cope with it in the future. If the 
situation is harmful, a person will start processing either problem-focused or 
emotion-focused coping strategies. In terms of problem-focused coping strategies, 
people face a given problem by putting in the effort to solve it. For example, a girl in 
grade 4 did not bring her reading book that she needed for her reading test. When 
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facing this stressful situation, she must think of possible solutions. For instance, she 
could go to another grade 4 class and borrow the reading book from another student, 
or she might call her mother and ask her mother to bring the book from home. 
Alternatively, if this student used emotion-focused coping strategies, she might give 
up on trying to acquire the book, cry, or put no effort into solving the problem. 
Evaluation of the outcomes of a coping process occurs after a situation has 
been addressed. If the coping process was positive, it will most likely lead to a 
positive emotion and the coping procedure will come to an end. On the other hand, if 
the outcome is negative, it can lead to a negative emotion. As a result of the negative 
emotion, new stressors can be born which will, in turn, instigate a new coping cycle. 
 
Figure  3.1. Lazarus and Folkman‘s theory of coping (Folkman, 1997). 
In the following paragraphs, general and specific theories of coping will be 
discussed. These theories will include the characteristics approach, the 
psychoanalytic approach, the theory of mental incongruity, the theory of relational 
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loneliness, and the resilience model of adapting in order to compare them with 
Lazarus and Folkman‘s theory of coping. 
3.6 Comparing Lazarus and Folkman‘s theory with other coping 
theories 
Mitrousi, Travlos, Koukia, and Zyga (2013) compared Lazarus and Folkman‘s theory 
with other coping theories including the psychoanalytic approach and the 
characteristics approach. The aim was to examine the definition of coping and the 
function of the coping process. Mitrousi et al, (2013) and his colleagues distinguish 
between the three approaches, criticising the psychoanalytic and characteristics 
approaches and promoting the advantages of the Lazarus and Folkman model of 
coping. A discussion of each of these approaches to understanding coping follows. 
 The Characteristics approach  3.6.1
The characteristics approach focuses on the relationship between personality traits 
and physiological responses to stress. For example, Kobasa (1979) studied the 
influence of personality on coping with stressful events in life and with illness. Her 
study contained two groups of males. One group included male managers with a high 
level of toughness or hardiness who experienced a high level of stress but a low level 
of illness. The other group included managers with a moderate level of toughness 
who experienced a high level of stress and a high level of illness. She suggested that 
personality may have had an impact on health after participants experienced stressful 
events. Mitrousi et al. (2013), however, argue that the research on the characteristics 
approach has not provided enough data regarding the mechanisms of the coping 
processes. 
Chapter 3: Literature Review 76 
 Psychoanalytic approach  3.6.2
The ego function models are examples of psychoanalytic approaches to coping that 
focus on the role of defence mechanisms (see Haan, 1969). The ego approach 
proposes that defences in the coping process occur at the subconscious level (Haan, 
1969). A defence is the means by which a person protects himself/herself from the 
same problems, thus becoming immune to their influence through behaviours or 
beliefs (Radnitz & Tiersky, 2007). The psychoanalytic approach has influenced 
clinical psychology and theorists argued that each psychopathology is related to a 
specific defence mechanism. Lazarus (1993) criticised this approach because the 
relationships between the forms of psychopathology and defence were not 
conceivable.  
 Resilience adaption model  3.6.3
Resilience, as a model of adapting to challenges and threats, is focused on two 
different aspects. First, resilience is neither a trait nor characteristic of a person but 
rather refers to an individual‘s ability to interact with his or her circumstances and 
experience protection from the effects of a risky situation. Second, resilience focuses 
on the significance of positive relationships (Masten, Best, & Garmezy, 1990) and 
social support from family, school, work, society, and policy (Leadbeater, Dodgen, 
& Solarz, 2005) as effective elements that encourage resilience. Leadbeater, et al. 
argued that the process of resilience is a result of coping strategies or support from 
one‘s surrounding society. In supporting the statement by Leadbeater, et al. (2005), 
Masten, et al. (1990) argue that children who have positive relationships with more 
efficient and effective adults are more likely to adapt successfully to their difficulties. 
In their article, Masten and her colleagues review the research on resilience to 
highlight the importance of understanding the development of resilience research. 
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Their article also lists other factors that, when a child experiences them, make him or 
her more resilient. These factors include being a good learner, getting good care and 
support from people such as family members, engaging with others, having a high 
level of efficacy, and being valued by society due to high achievement or special 
abilities. 
 Specific coping theories 3.6.4
Lazarus and Folkman‘s model of coping has been widely used and could explain the 
way individuals respond to different stresses. Lazarus and Folkman‘s model 
suggested that when individuals experience stress there are five steps of coping 
process and there are two main directions of coping, problem-focused coping and 
emotion-focused coping (see Section 3.7.1). This model is used, for example, in a 
study on school bullying (Hunter & Boyle, 2004), in explaining the coping strategies 
of primary caregivers of children with disabilities (Kelso, French, & Fernadez, 
2005), and, finally, in a study on domestic violence against children (Överlien & 
Hydén, 2009). 
Överlien and Hydѐn (2009) discussed criticisms of using the Lazarus and 
Folkman model (1984) in examine coping with stress in children specifically those 
who experienced domestic violence. First, they argued that the model‘s information 
descends from an adult perspective as the majority of the research related to coping 
was conducted in adults. These authors argued that it may be inappropriate to apply 
the Lazarus and Folkman model in studies of children‘s response to stress. Given 
there are few studies that examine stress in young children drawing on the model, the 
assertions of Överlien and Hydѐn remain untested. 
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Second, Överlien and Hydѐn (2009) argued that the Lazarus and Folkman 
model (1984) was criticised for dividing coping strategies into problem focus [active] 
and emotional focus [passive]. They suggested that there was no benefit in 
emphasising the type of coping strategy because some active strategies applied by 
children can be dangerous for them. They provided an example of children‘s 
engagement in family conflict, which can threaten the child (Överlien & Hydѐn, 
2009). Conversely, Mitrousi, Travlos, Koukia, and Zyga (2013) argued that the 
application of the coping strategies is based on the situation itself. A student may use 
a strategy in some circumstances and another strategy in a different situation. For 
example, engaging with family in discussion of students‘ academic problems would 
be different from children engaging in parents‘ conflict and disagreement. Also, 
Överlien and Hydѐn (2009) highlight the challenge of applying the universal theory 
such as Lazarus and Folkman theory, which is derived from coping with illness and 
disaster, in children who are coping with a family problem. Contrary to the previous 
argument, the study by Kelso, French and Fernandez (2005) confirmed the capability 
of Lazarus and Folkman‘s theory of coping (1984) in examining issues related to 
children and their family, and not only illness. 
There are theories other than the Lazarus and Folkman model that have proven 
effective in explaining coping mechanisms in particular situations. Such theories can 
be found in Van Baarsen‘s 2002 study, which examines elderly people‘s adaption to 
loneliness after losing a partner. Van Baarsen (2002) discussed two different theories 
of coping: the theory of mental incongruity and the theory of relational loneliness. 
According to the theory of mental incongruity, people‘s behaviour is shaped by the 
interrelation between desires and their actual experiences (Van Baarsen, 2002). In 
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other words, mental incongruity theory describes how individuals see and appraise 
their situation and how these perceptions impact their motivation and behaviour. 
The theory of relational loneliness is more specific in regards to how people 
adapt to the loss of a partner to death. In both theory of mental incongruity and the 
theory of relational loneliness, there are two elements, namely, self-esteem and social 
support, which have variable roles in helping people adapt to stressful events such as 
the loss of a partner. The theory of mental incongruity suggests that self-esteem and 
social support are among the several factors that regulate the process of coping. 
Consequently, the theory of mental incongruity proposes that supportive social 
relationships are as advantageous to a person as having a supportive partner. The 
theory of relational loneliness discusses the role of social support in the function of 
relational loneliness; however, it discounts the significance of social support in 
regards to adapting to losing a partner. As a result, the relational loneliness theory 
suggests that social support cannot protect an individual from the emotional 
consequences of losing a partner (Van Baarsen, 2002). The following section will 
discuss the coping strategies of students with learning disabilities. 
3.7 Learning disabled students‘ coping strategies 
Students with learning disabilities face academic difficulties due to problems in the 
psychological processes that influence their learning abilities. This section highlights 
the requirement of coping strategies adopted by learning disabled students, the 
coping strategy interventions for students with learning disabilities, and the factors 
that impact coping strategies used by students with learning disabilities. Finally, the 
significance of building appropriate coping skills for students with learning 
disabilities is discussed. 
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Although students with learning disabilities show a wide range of intellectual 
abilities (Hayes, 2000), they are believed to have low levels of academic self-
efficacy compared to their peers without disabilities. For example, Lackaye, 
Margalit, Ziv, and Ziman‘s (2006) quantitative study compared 123 adolescents with 
learning disabilities and a matched group of non-learning disabled students. The 
results indicated that students with learning disabilities show low levels of academic 
and social self-efficacy as compared to their peers without learning disabilities. Low 
academic and social self-efficacy has a significant impact on learning-disabled 
students‘ hopes and motivations, affecting the effort they put into academic 
achievement and social relationships (Lackaye et al., 2006). This emphasises the 
importance of helping students with learning disabilities to develop and use ways of 
coping with their low academic and social self-efficacy. The following section will 
discussed coping strategies of students with learning disabilities.  
 Coping strategies for students with learning disabilities  3.7.1
Coping strategies that students with learning disabilities use to respond to a stressful 
event or learning problems can be either useful or non-useful (Firth, 2009; Firth, 
Greaves, & Frydenberg, 2010; Givon & Court, 2010). These studies cited different 
terms to refer to non-useful coping strategies (passive, non-adaptive, and non-
productive) and useful coping strategies which help the individual cope with 
problems (active, adaptive, and productive). In particular, Firth (2009) reported that 
students with learning disabilities use non-productive coping strategies more 
frequently than they use productive strategies. 
A number of studies have investigated the coping strategies of children with 
learning disabilities (e.g., Cheshire & Campbell, 1997; Firth, Greaves, & Frydenberg, 
2010; Firth, Frydenberg, & Greaves, 2008; Gallegos, Langley, & Villegas, 2012; 
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Halmhuber & Paris, 1993; Kamann & Wong, 1993; Pavri & Monda-Amaya, 2000). 
Some of these studies investigated how students with learning disabilities cope with 
specific conditions such as loneliness (Pavri & Monda-Amaya, 2000) and emotional 
difficulties (Gallegos, Langley, & Villegas, 2012). Pavri and Monda-Amaya (2000) 
examined school-related loneliness from the perspective of twenty students with 
learning disabilities from grades 4-5 (aged 9 to 11 years). The study also looked at 
these students‘ coping with loneliness and their preferred interventions. Students‘ 
experiences with loneliness were measured using the Loneliness Interview Protocol 
(Pavri & Monda-Amaya, 1997). The Children‘s Loneliness Scale (Asher, Hymel, & 
Renshaw, 1984) was also used to measure the level of the students‘ loneliness. 
Interestingly, as the researchers expressed, the findings showed that the majority of 
the participants felt lonelier when they missed someone with whom they spent time 
rather than through ignorance and exclusion by peers. Another interesting finding 
was that students with learning disabilities tended to cope with loneliness by 
becoming involved in more independent activities or seeking other friendships. In 
addition, these students showed preference for depending on themselves in coping 
with loneliness than in seeking help from peers and teachers (Pavri & Monda-
Amaya, 2000).  
Many studies have also compared children with learning disabilities with other 
students without learning disabilities (Cheshire & Campbell, 1997; Firth, Greaves, & 
Frydenberg, 2010; Halmhuber & Paris, 1993). For example, Halmhuber and Paris 
(1993) compared students with learning disabilities with normal achieving students 
as well as students with physical impairments. They examined the interaction 
between the competence perceptions, control perceptions and coping strategies of 56 
students 18 girls and 42 boys from grades 2 to 6 aged between 8 and 12. The 
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participants were categorised according to three groups: physically impaired; 
learning disabled; and regular students.  
According to the finding, the participants demonstrated three different levels of 
coping: effective coping; middle coping; and less successful coping. What has been 
interesting about this finding is that each level of coping included students from all 
three categories. Halmhuber and Paris concluded that regardless of their learning 
disorder, some students with learning disabilities coped effectively, some applied 
middle coping strategies, and some did not cope successfully. Moreover, the results 
were similar for normal students and those with physical impairments. This finding 
indicates that like other students, those with learning disabilities can have an equal 
chance at successfully coping with their problems. Halmhuber and Paris also found 
that there was a relationship between the students‘ high perception of their 
competences and their successful coping strategies. For example, students who had a 
high perception of their competences used more effective coping strategies, while 
those with a low perception of their competences were unable to develop successful 
coping strategies.  
Gallegos, Langley, and Villegas (2012) discussed the severity of anxiety and 
depression among students with learning disabilities. Although exploring this theme 
is beyond the scope of the current study, I will discuss part of the authors‘ finding, 
which relates to comparing the coping skills of students with learning disabilities 
with those of students without learning disabilities. Similarly to Halmhuber and Paris 
(1993), Gallegos et al. (2012) argued that students with learning disabilities did not 
seem different from their peers without learning disabilities in terms of coping. In 
addition, the researchers suggested that the way in which students with learning 
disabilities coped with their difficulties depended on the level of their learning 
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disabilities. This suggests that students with learning disabilities can be either 
successful or unsuccessful at coping. 
Cheshire and Campbell (1997) compared the coping styles of 30 students with 
learning disabilities with 30 students without learning disabilities. Both groups 
comprised six girls and 24 boys aged between 13.5 and 13.6 years. The findings 
showed that students with learning disabilities were less able to achieve goals and 
solve problems and did not believe in their abilities to cope. In contrast, Halmhuber 
and Paris (1993) suggested that, regardless of the type of disability and level of 
intelligence, students can learn how to cope in a successful manner. Cheshire and 
Campbell (1997) attributed the inability of students with learning disabilities to cope 
to their cognitive and social deficits. Consequently, educators‘ awareness of these 
students‘ lack of ability in developing successful coping is crucial for developing 
coping interventions for such students (Cheshire & Campbell, 1997).  
Firth, Greaves, and Frydenberg (2010) compared the coping styles of 98 
students with learning disabilities from grades 7-9 with published means from the 
general Australian student population. The Adolescent Coping Scale (Frydenberg & 
Lewis, 1993) was used to measure the participants‘ coping style. The findings 
indicated that younger participants aged 12-13 with learning disabilities tended to 
significantly ignore the problem or simply did not try to make an effort to cope. This 
finding supports the earlier finding of Cheshire and Campbell (1997). It also shows 
that there were no differences in the overall productive and non-productive coping of 
older participants (aged 14-15) with learning disabilities. The results indicated that 
students with learning disabilities were at a greater risk of continually avoiding 
facing their learning difficulties due to their selection of non-productive coping 
strategies. The failure of these students to use active coping strategies highlights the 
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need to implement programs to assist them to develop effective coping strategies 
(Firth et al., 2010). As a result, Cheshire and Campbell (1997) and Firth et al. (2010) 
recommended providing students with learning disabilities with interventions in 
order to help them develop and apply more successful coping. For example, Cheshire 
and Campbell (1997) recommended a school program to train parents and teachers to 
make successful coping strategies available to their children and students. Firth et al. 
(2010) recommended coping interventions for students themselves in order to help 
them cope and face their difficulties in more successful ways. The following section 
reviews studies investigating coping interventions for students with learning 
disabilities. 
 Interventions for coping strategies 3.7.2
Since most of the literature suggests that students with learning disabilities fail to 
adaptively cope with their learning problems, there is a significant need to develop 
interventions that will help students with learning disabilities to use adaptive coping 
strategies (Firth et al., 2010). The term intervention in this context refers to the 
programs and support provided to at-risk students in the educational setting. 
Although a number of studies have explored coping intervention for school-age 
children, only a few have focused on coping intervention for those with learning 
disabilities (e.g., Firth et al., 2008; Firth, Frydenberg, & Bond, 2012; Kamann & 
Wong, 1993). The aim of an early study by Kamann and Wong (1993) was to 
investigate the effectiveness of coping strategies programs in minimising math 
anxiety in 20 students (11 boys and 9 girls) from grades 4-7, 10 of which had 
learning disabilities and 10 of which did not. The study also provided coping 
intervention strategies in four different schools. This intervention was based on 
cognitive behaviour modification (CBM) and made sessions available to the students, 
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which comprised of oral and visual speech on the usefulness of self-talk in facing 
difficulties in mathematics.  
The aims of the sessions were to raise the students‘ awareness of their thinking 
and coping styles and to teach them appropriate strategies to cope with mathematics 
anxiety. Data were collected from two sources (a) students‘ self-talk using a clip 
microphone pre-, post- and during the intervention and (b) math problems completed 
using math tasks. The findings showed that students without learning disabilities 
used significantly more positive self-talk than students with learning disabilities. 
However, the findings also showed that upon receiving the training intervention, 
students with learning disabilities used positive self-talk that matched the levels of 
those without learning disabilities. Moreover, the study found a positive relationship 
between positive self-talk and math performance in students with learning 
disabilities. Kamann and Wong (1993) thus argued that students with learning 
disabilities can learn effective coping to deal with academic anxiety such as math 
anxiety. As a result, applying intervention based on the CBM is useful in helping 
students cope with academic difficulties.  
Firth et al. (2008) examined the effects of two programs — a coping program 
and a teacher feedback intervention — on the perceived control and adaptive coping 
of 98 students with learning disabilities (42 girls and 56 boys) aged 12-16 years. The 
coping program and teacher feedback intervention took place in four secondary 
schools. These secondary schools were divided into four subgroups, some within the 
coping program, and some within the teacher feedback intervention. Both programs 
delivered 11, 50-minute, lessons over 10 weeks by 12 class teachers who taught the 
students for most of the weeks. The teachers participated in professional 
development sessions and received weekly support during the intervention period. 
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The students‘ perceived control was measured using the Locus of Control 
Scale for Children (Nowicki & Strickland, 1973), and their coping was measured 
using the productive and non-productive coping sections of the Adolescent Coping 
Scale (Frydenberg & Lewis, 1993) before and after the programs and at 10 weeks of 
completing the programs. The study found that the perception of internal control as 
well as the use of productive coping strategies of those students who attended the 
coping strategies program had increased. In addition, two months after completing 
the study, evidence of students using more productive coping continued to emerge. 
In summary, based on their study findings, Firth et al. (2008) argued that the sense of 
control and way of coping of students with learning disabilities can be positively 
influenced when they are provided with appropriate interventions and programs. This 
finding corroborates that of Kamann and Wong (1993), who noted that students with 
learning disabilities can learn successful coping and coping intervention needed to 
help them cope academically.  
Intervention programs for coping strategies for students with learning 
disabilities have been developed and evaluated (Firth et al., 2012; Firth, Frydenberg, 
& Greaves, 2008). To duplicate such interventions successfully in other contexts, for 
example, Saudi Arabia, an understanding must be gained of how students in Saudi 
contexts tend to cope with stress and what factors affect their coping strategies. 
Consequently, the present study investigated how girls with learning disabilities in 
four primary schools coped with their school-related stress, through the lenses of 
Lazarus and Folkman‘s coping model (1984). This adds to the body of knowledge in 
the area of learning disabilities coping strategies and would provide some insights 
toward improving the design of coping-strategies programs. The next section 
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highlights potential factors that may impact coping strategies used by students with 
learning disabilities. 
 Factors influencing the coping strategies of students with learning disabilities  3.7.3
Previous research has identified that coping strategies used by students with learning 
disabilities are affected by several factors. Some of these factors include teachers‘ 
advice (Firth et al., 2008), students‘ social abilities and inclination to seek help 
(Corkett, Hein, & Parrila, 2008), and parents‘ positive support (Hoke, 2004). 
Exploring how these factors impact a student‘s coping strategy is essential and would 
greatly increase the benefits of coping programs provided in schools. The following 
three paragraphs will discuss these factors. 
3.7.3.1 Teacher‘s role 
The teacher‘s role in assisting learning disabled students with coping strategies is to 
provide positive interactions that help students to create positive ways of dealing 
with difficult tasks. Teachers are good resources for adaptive coping strategies when 
they are open to positive discussion regarding possible ways of coping with students 
with learning disabilities. Firth et al. (2008) explored the effects of a teacher 
feedback program on the adaptive coping strategies of 98 adolescents who had 
learning disabilities. The results showed evidence of possible effective change in the 
coping strategies of students with learning disabilities. Thus the teachers‘ positive 
discussion encouraged students to think and find alternate ways of dealing with their 
study tasks (Firth et al., 2008). 
3.7.3.2 Students‘ social abilities 
Other important factors impacting the development of active coping strategies were 
the student‘s social abilities, including the ability to seek help from others such as 
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peers, teachers, and friends (Corkett et al., 2008). These researchers investigated the 
personal characteristics of university students from the students‘ perspective; 
specifically, whether or not the students think their characteristics contribute to 
helping them compensate for their reading difficulties. Ten students with reading 
disabilities were interviewed and the data were analysed using whole text analysis. 
The results indicated that some students with learning disabilities use their social 
abilities to get further support from their peers by discussing difficult tasks or asking 
questions to clarify understanding. In Corkett et al.‘s study, some participants 
attributed their success in dealing with academic problems to their ability to use the 
assistance of their peers and teachers. Social abilities and seeking help are essential 
strategies students need if they are to develop coping skills that will help them deal 
with learning disabilities. The capacity to build relationships is one of the important 
factors contributing to students‘ abilities to cope with their difficulties. 
3.7.3.3 Parents‘ positive support 
Parents tend to have a significant impact on the development of their children's 
coping strategies. The literature suggests that students growing up in disadvantaged 
families with a low level of support use non-adaptive coping strategies (Hoke, 2004). 
Additionally, the same study showed that students who live with more supportive 
families tend to develop active ways of coping. Seeking information from parents in 
investigating the coping strategies of primary school students with learning 
disabilities would significantly assist in understanding these students‘ experiences in 
dealing with their difficulties. 
 The significance of investigating coping of students with learning disabilities 3.7.4
Adolescent students have received a significant amount of attention from the 
research community (Firth, 2009; Firth et al., 2008; Hands, 2009; Hoke, 2004). 
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According to the current literature, adolescent students are not able to use adaptive 
coping strategies (Firth, 2009; Firth et al., 2010). Yet, in contrast, university students 
who have learning disabilities are able to develop and use adaptive coping strategies 
and, as a result, usually succeed in coping with their difficulties (Cowen, 1988). 
There are a limited number of studies investigating the coping strategies used by 
learning disabled students at the primary school level. It is the aim of this study to 
explore the stressors that impact primary level students and their coping strategies. 
In conclusion, due to the low level of academic performance of students with 
learning disabilities, these students need to develop strategies to face their learning 
problems. Students with learning disabilities tend to use non-adaptive ways of coping 
rather than making effort to solve their problems. Knowledge of the factors that 
influence the use of coping strategies by students with learning disabilities at the 
primary level would be useful in helping such students to develop and apply active 
ways of coping. In addition, understanding how these factors impact students with 
learning disabilities could help improve school coping strategy programs. The 
theoretical framework of this study will be discussion in the following section. 
3.8 Theoretical framework of the study  
Lazarus and Folkman‘s (1984) theory of coping is the theoretical framework 
informing this study. This theory of coping was initially proposed in 1984. 
Subsequently, in 1997, Folkman modified the process involved in the Lazarus and 
Folkman (1984) theory of coping to accommodate positive psychological states. 
Folkman suggested five steps in the coping process (see Figure 3.1). The first step is 
the event the person experiences, for example, losing a digital document a few hours 
before a deadline. The second step involves the person appraising the importance and 
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significance of the event. For example, does the event threaten or harm the person, or 
is it of no consequence? According to the model of Lazarus and Folkman (1984), 
there are two types of appraisal. The first is primary appraisal, which refers to the 
evaluation of the event itself; that is, is it irrelevant, benign (positive and good), or 
stressful? A stressful appraisal includes harm, threat, and challenge. Following this 
stage, the person assesses the options available to handle the stressful event and what 
can be done to cope with it; this is known as the secondary appraisal.  
The third step is coping involves responses relating to how to deal with the 
stressor and the stress it produces. Thus the person chooses a coping strategy that is 
either problem-focused or emotion-focused. In a problem-focused coping strategy, 
the person applies adaptive strategies to deal with the stressful event he or she has 
experienced, including taking steps to deal with the problem, making an effort, 
managing emotions, or seeking help. A problem-based coping strategy is likely to be 
used when the person feels they have control of the situation and can thus manage 
the source of the stress by drawing on internal options (e.g., resilience or willpower) 
or external options (e.g., help from peers or professionals). Emotion-focused coping 
happens when the person applies non-adaptive strategies such as avoidance, rejecting 
help, blaming others, anger, giving up, or not cooperating to resolve the problem. 
Emotion-based coping is used when the person feels they have little control over the 
situation and therefore cannot manage the source of the problem. 
The fourth step is the event outcome, which refers to the effectiveness of 
applying the available strategies selected during the coping step in the secondary 
appraisal. This outcome may be a favourable resolution leading to a positive emotion 
or an unfavourable one leading to a negative emotion. The fifth step is the emotion 
outcome. That is the last step and is relevant to those who applied a problem-focused 
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coping strategy and, as a result, experienced a range of positives including feeling 
good, staying healthy, and striving for a positive sense of wellbeing. In this step, 
those who adopted the emotion-focused coping strategy can proceed in one of two 
possible ways. The first happens when the person becomes distressed again and 
restarts the coping process, repeating the previous five steps. The second happens 
when there are other factors that influence the person‘s emotional state; that is, what 
Folkman (1997) calls meaning-based coping. These factors lead him or her to a 
positive emotion that will help sustain the coping process, such as external support or 
experiencing a positive event. According to Folkman, the factors mentioned above 
include positive reappraisal, revised goals, spiritual beliefs, and positive events. 
Coping then starts from the third step, during which a problem-focused or emotion-
focused strategy is applied rather than the person experiencing the stress of the event 
again. 
There is association between Lazarus and Folkman‘s cognitive coping theory 
and the self-determination theory (SDT) (Deci & Ryan, 2002). This relationship will 
be discussed in this paragraph. First of all, self-determination theory posits that 
satisfying three psychological needs, namely, autonomy, competence, and 
relatedness is fundamental to an individual‘s personal growth. Autonomy refers to an 
individual‘s ability to engage in the specific activities of individual‘s own choosing. 
Competence refers to the need to interact with one‘s environment in an effective 
way. Relatedness refers to the need to be accepted by and have connections with 
other people. According to SDT, when individuals have the ability to choose to 
engage in specific activities, they have a better chance of completing those activities. 
Being effective in interactions with their environment and accepted by others are also 
significant to individuals. These three psychological needs are the factors that inform 
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people‘s behaviour and their regulation of that behaviour. In addition, supporting 
these three needs will affect the way a person copes with stressful events as well as 
challenges. SDT proposes that the previous three psychological needs require support 
and facilitation from the surrounding social environment.  
In summary, Lazarus and Folkman‘s cognitive coping theory was adopted for 
this study due to its  capability to measure the individual coping process through the 
five steps (see Figure 3.1) which matches the aim of the second research question, 
how do the primary school girls with learning disabilities in Saudi Arabia cope with 
the school-related stresses? In addition, Lazarus and Folkman‘s theory provides a 
holistic view of coping in counting three main components in one model. These 
components are the coping processes
5
, type of coping
6
, and factors that may impact 
on the coping process such as the ending of stressful event 
3.9 Conclusion 
In summary, this chapter explored the social and emotional issues that students with 
learning disabilities experience such as poor relationships, poor self-concept, anxiety, 
and lack of coping strategies. The concept and theories of stress were clarified, and 
the literature addressing school-related stress in general and that of those with 
learning disabilities in particular, also was discussed. The literature suggests that 
these students experience greater school-related stress than their peers without 
learning disabilities. The literature reports academic stress and teacher abuse as the 
main sources of stress facing students in primary school and early adolescence. 
The concept of coping and the theories of coping were also discussed. The 
literature highlights two ways of coping: adaptive coping strategies, which refer to 
                                                 
5
 Event, appraisal, coping, event outcome, and emotion outcome. 
6
 Problem-focused and emotion-focused. 
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the ways in which an individual responds to stress positively; and non-adaptive 
coping strategies, which refer to the ways in which students avoid dealing with their 
problems. The literature uses alternative terms to refer to these coping strategies. For 
example, Lazarus and Folkman‘s cognitive theory of coping refers to adaptive 
coping strategies as problem-focused and non-adaptive coping strategies as emotion-
focused. Lazarus and Folkman‘s model was discussed and conceptualised to provide 
an analytical lens for the current study.  
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Chapter 4 Methodology 
4.1 Introduction 
The aim of this study was to investigate the school-related stress of Saudi primary 
school girls with learning disabilities and examine how they cope with their stress in 
light of Lazarus and Folkman‘s (1984) model of coping. The two research questions 
that guided this study were: 
1. What are school-related stresses based on the perspective of the primary 
school girls with learning disabilities in Saudi Arabia? 
2. How do the primary school girls with learning disabilities in Saudi 
Arabia cope with the school-related stresses? 
Thus this investigation accounted for experiences from the participants‘ 
perspectives. A multiple explanatory case study design was adopted, in which five 
girls with learning disabilities were selected, as well as their mothers and teachers. 
The girls were followed over approximately two months, during which time 
interviews and observations were conducted. This chapter discusses the research 
approach, research design, methods and data analysis.  
4.2 Research Approach  
In the social sciences, quantitative and qualitative designs are the main research 
approaches. Quantitative inquiry is a variable-oriented approach to research that 
deals with general patterns among variables and to test theoretical propositions 
(Maxwell, 2004b). In contrast, qualitative research is an inquiry that aims to obtain 
in-depth understandings (Remler & Van Ryzin, 2011). This approach to research 
involves collecting qualitative data about a phenomenon, from its natural setting, to 
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arrive at rich and contextual conclusions. Qualitative research is adopted to explore 
human behaviour in-depth in situations where it occurs naturally. The aim of this 
study was to investigate the school-related stress of girls with learning disabilities 
and examine how they cope with their stress in school settings. Previous research has 
drawn on quantitative designs, which provide broad generalisable findings but do not 
illuminate the complexities that context plays in human behaviour. Therefore, 
qualitative inquiry was the most appropriate approach to achieve an in-depth and 
contextual understanding of these students and the events that stressed them. 
 Research Design  4.2.1
One research method in conducting qualitative research is the use of case studies, 
which are useful when aiming to understand how and why a particular phenomenon 
occurs and its contextual conditions (Baxter & Jack, 2008). According to Yin (2009), 
there are three types of case studies: explanatory; exploratory; and descriptive. An 
explanatory case study explains the causal links in a real situation (Yin, 2009). As 
Baxter and Jack (2008) stated, ―this type of case study would be used if you were 
seeking to answer a question that sought to explain the presumed links in real-life 
interventions that are too complex for the survey or experimental strategies‖ (p. 547). 
An exploratory case study is the appropriate method for investigating a problem 
about which the researcher has limited knowledge. In exploratory case studies, the 
researcher needs answers to the ―what‖ and ―why‖ questions (Thomas, 2011). 
Finally, a descriptive case study is used to describe a phenomenon in the actual 
context in which it happened, rather than seeking to explain the causes. 
This study adopted the explanatory case study for two reasons. First, studying 
the coping strategies of girls with learning disabilities is complex, as coping involves 
a constant change in cognitive and behavioural aspects in response to adverse 
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external and contextual interventions, such as bullying. Second, Lazarus and 
Folkman‘s (1984) cognitive model of coping provides a presumed framework to 
understand how individuals cope with stress in their environments. This conceptual 
framework provides an analytical lens through which this study studied the ―causal 
process by which some events influence others‖ (Maxwell, 2004b, p. 5). 
Furthermore, a case study can be single or multiple (Thomas, 2011). This study 
adopted multiple case studies for cross-case analysis. In multiple case studies, rich 
data are obtained from several cases, and the focus is on the phenomenon itself (Yin, 
2009). The strength of multiple case studies is that the conclusions from one case can 
be compared and contrasted with those from another. The logic of replication is 
important in case studies that follow the approach adopted by Yin (2009). 
Furthermore, the focus of this study was on the girls‘ coping processes within the 
school environment. A process explanation deals with specific events and requires 
in-depth investigation of one or more cases to retain the contextual connections 
between events (Maxwell, 2004a). This study had three main phases, as illustrated in 
Figure 4.1. 
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Figure ‎4.1. Research design adopted from Yin (2009). 
The first phase of this study was the design of the case study approach. 
Researcher started by reviewing the literature and identified the research problem as 
well as the theoretical propositions that potentially explained the phenomenon under 
investigation. Data collection protocol was designed before the data were collected. 
Also, the researcher selected cases that were appropriate for the research problem 
(see Section 4.3.1). According to Yin (2009), the first case study should be 
conducted during the data collection phase, followed by the second, third, fourth, and 
fifth case studies. However, in this study and due to lack of time, all participants 
were interviewed in the first week of data collection in the same period of time (see 
Figure 4.2). For example, student number (1) interviewed on Sunday, student number 
(2) on Monday, student number (3) on Tuesday, student number (4) on Wednesday, 
and student number (5) on Thursday. Each student was interviewed three to four 
times over the two months of the study and each interview session focused on one 
topic (see Section 4.3.4.1). Also, when possible, students were observed 4-5 times in 
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the classroom and during the lunch time. Classroom observations lasted for about 30 
minutes and students were told the researcher attending some of their classes. The 
lunch time and schoolyard observations were 15 minutes and were covertly 
conducted. Finally, a cross-case analysis was conducted on the entire set of case 
studies and these findings are reported in the results chapter. 
 
Figure ‎4.2. Research design conducted for this study. 
4.3  Methods 
In this section, the participants, data sources and data analysis procedures are 
described.  
 Participants  4.3.1
The participants of this study were five girls, selected from grades 2-5, who were 
identified by their resource room teachers as students with learning disabilities. 
Participants were selected from four girls‘ primary schools in Jeddah, Saudi Arabia. 
One girl was selected from each school, but from one school two students were 
selected. Only female participants were selected because boys‘ and girls‘ schools in 
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Saudi Arabia are separate. The mothers and teachers of these girls were also included 
as participants. Mothers and teachers were interviewed to obtain in-depth 
information about the girls such as characteristics, strengths, and weaknesses.  
 Selecting participants 4.3.2
During the first and the second weeks of data collection, a pool of potential student 
participants was identified for this study. Figure 4.3 outlines the process of selecting 
the participants. After receiving permission from the Ministry of Education to 
conduct the study in girls‘ primary schools that have the resource room program, the 
researcher was provided with a list of 24 schools. This list contained the schools‘ 
names, location addresses, and telephone numbers. The researcher selected 15 
schools that she could travel to every day. Convenience of location was the only 
criterion for selecting the 15 schools. It was not possible to select more than 15 
schools due to the long distances between schools, traffic, and the short school day 
that runs between 7:30—11:30 a.m. for the majority of schools in Jeddah, due to 
restoration work on the schools‘ buildings. As a result, the researcher visited one—
two schools per day to select the four schools that would be used. During the first 
two weeks of data collection, the researcher visited the 15 schools and met with 
principals and resource room teachers to discuss the aims of the study, explain all 
research activities, and check their willingness to support the study. Finally, the 
researcher verified the validity of the diagnoses of students with learning disabilities. 
The researcher used the discrepancy criterion (see Section 2.2.1) between the 
students‘ achievements in their subjects of disabilities and other subjects by checking 
the students‘ school cards and asking their teachers about the students‘ level of 
achievement in class. For example, a grade-4 student with average abilities in maths, 
but two or three years behind in reading, is meeting the criterion of discrepancy. 
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Some resource rooms in schools included students with mild intellectual disabilities, 
slow learners, and low achievers rather than students with learning disabilities. As a 
result, these schools were removed from the list. The remaining eight schools each 
had at least one student with a learning disability that is, a girl who had been 
correctly identified as having a learning disability as per the assessment process in 
Saudi Arabia school (see Section 2.3). The researcher sent invitations to these 
students and their mothers, and five mother-daughter pairs agreed to participate in 
the study.  
It was important to only focus on one or two students with learning disabilities 
from each school to reduce the degree of the researcher‘s presence in the resource 
rooms and classrooms. Conducting observations and interviews with more than two 
students with learning disabilities in one school may have resulted in undue 
inconvenience and pressure on the classroom and resource room teachers, along with 
interrupting the teaching and learning processes.  
 
Figure ‎4.3. Protocol for selecting participants. 
Chapter 4: Methodology 102 
 Criteria for identifying students with learning disabilities 4.3.3
Chapter 2 discussed the criteria and procedures for identifying a student with a 
learning disability. These procedures are summarised as follows:  
 Referring a student with low achievement, or one who fails in one or 
more subjects, to the resource room for further evaluation; 
 Assessing discrepancies between subject results in the student‘s 
records to decide whether a student has a learning disability or low 
achievement in all subjects; 
 Applying formal assessment to identify students with learning 
disabilities. This assessment is the PRS, also known as the Myklebust 
scale (Myklebust, 1971); 
 Applying informal assessment to identify students with learning 
disabilities, such as evaluating their psychological processes through 
developmental assessments; 
 Testing the student on the academic curriculum for that subject in 
which she has a learning disability.  
 Data sources and collection  4.3.4
Yin (2009) cited six sources of evidence used in case study design: documentation, 
archival records, interviews, direct observation, and physical artefacts. He also 
discussed the use of multiple sources of evidence as one of the essential principles of 
data collection. In this study, data were obtained from interviews, observations, and 
documents. The researcher interviewed the students, as well as their mothers and 
teachers and students were observed by the researcher in their classrooms (see Table 
4.1). Documentation was the third source of data used in this study; it consisted 
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primarily of assessment report cards. The three data sources for this study are 
discussed in subsequent sections. 
Table ‎4.1 
Data sources for each case  
Participants   Girl’s 
interview 
Teacher’s‎
interview 
Mother’s‎
interview 
 
Observation Document 
Hana √ √   MT, RT √ √  
Mona √ √   MT, ST √ √  
Rim √ √   MT, LT √ √  
Sarah √ √   MT, LT  √  
Faten √ √   MT √ √ √ 
MT= maths teacher, RT = resource room teacher, ST= sciences teacher, LT= literacy teacher  
4.3.4.1  Interview data 
According to Yin (2009), an interview is one of the most significant sources of data 
in a case study approach. The interviewer is required to play two roles during an 
interview session. Firstly, the interviewer must follow the list of questions directly 
related to the study‘s inquiry. Secondly, the interviewer must ask questions in an 
unbiased way to limit participants‘ defensiveness, which inhibits the sharing of 
information (Yin, 2009). Three types of interviews are conducted in case studies: 
open-ended interviews, focused interviews and survey interviews. Open-ended and 
semi-structured interviews were conducted for this study because they are used to 
gather facts, opinions, and experiences of events. The researcher interviewed three 
groups of people: students, who were the key participants; their mothers; and their 
teachers. Teachers were selected for interviews based on responses from the students. 
Yin (2009) argued that interviewees may lead the researcher to interview other 
people. It is significant to clarify that all interviews were conducted in the Arabic 
Chapter 4: Methodology 104 
language, as the participants only spoke Arabic. The following three sections 
describe how the interviews were conducted with the three groups of participants.  
Student participants: the girls were interviewed three times in a time period of two 
months, with an additional final interview session to follow-up on missing 
information. At the beginning of the first week of data collection, the researcher 
divided the weekdays so as to interview one student each day. The five girls who 
participated were from four different primary schools. As a result, I set up and 
followed a timetable to take advantage of the most appropriate and convenient day to 
interview each girl.  
Student interviews lasted for 25-30 minutes and were audio recorded. 
Interviews were conducted in an area removed from the classroom and resource 
room. Each girl‘s interview took place in a different place based on what venues 
were available, such as the school library, a free office, and, a few times, in the 
resource room at one of the schools when the teacher was away for the week. 
Students were made to feel comfortable and they were reassured that their responses 
would be confidential. Also, students were advised that they could stop the interview 
any time during the session. Each interview was conducted, as much as possible, in a 
way that raised the level of the students‘ comfort. No students were withdrawn from 
any core teaching period or exam for the interview. I spoke with them during class 
periods when they were free, or classroom teachers sent the students to me when they 
finished their classwork. To make the students more comfortable, I began the 
interviews by welcoming the students; and I usually started with more general 
questions such as, ―How are you?‖, ―How was your week?‖, and ―What did you do 
on the weekend?‖ Also, I sometimes asked the students about some of the events and 
activities that had happened at their school, such as the Quran ceremony, watching a 
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movie, open day, and the Arabic Language Festival. Another way I made students 
more comfortable was by letting them share with me and talk about their projects and 
artworks, and sometimes draw and colour in pages. In addition, when I interviewed 
the students in the resource room, I let them look around and use the resource room‘s 
learning games, stories, and materials after getting the resource room teacher‘s 
permission. 
Three separate interviews were conducted on different days. The first interview 
was to obtain background information about the students and their families and was 
conducted in week 1 of the data collection period that started on the 20 April 2014, 
the second interview was to obtain the girls‘ experiences of school-related stress and 
stressful situations and was conducted in week 2, and the third interview conducted 
in week 3 was to obtain students‘ responses to school stressors and to critical events 
they had experienced during school. The aim was to explore girls‘ school stresses 
and how they coped with their stress based on Lazarus and Folkman coping model. 
In addition, there were some interviews extended to weeks 4 and 5 due to students 
absent being and lack of time in the earlier three weeks. Some interviews were 
transcribed immediately and the rest were transcribed after data collection was 
completed.  
As discussed earlier in this section, the second interview session asked the 
participants about their school stressors and based on their responses, the third 
interview session developed differently for each girl because it was based on her own 
experiences. In the third session, the interviewer asked about the specific coping 
strategies the participants used. Based on their responses, the interviewer wrote five 
different stories about the critical events in these girls‘ school experiences. The 
following are examples of interview questions for the students: 
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A. The first interview session: Background information and early school 
experiences 
1. Tell me about yourself. 
a) What are things you like to do best at school?  
b) What are the most enjoyable activities you do at home or outside 
school? 
2. Tell me about your school. 
a) What is life like at school? 
b) How do you spend your school day? 
 
B. The second interview session: Current educational experiences and 
stressful situations  
3. Tell me about your class. 
a) What are the things you like to do best in class?  
4. Tell me more about studying and learning. 
a) What are some of your strengths in learning? 
b) What are some difficulties that have stopped you from learning? 
c) Can you describe something that annoys you in class? Why is it 
annoying? 
5. How would you describe your life at school? 
a) What makes your life at school good and what makes it bad? 
 
C. The third interview session: Coping with school stressors  
Before interviewing the students, I reminded the participants that in the last two 
interviews, they had talked about some school stressors and that we would now talk 
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about some of the things they did about those stressors (this interview section really 
depended on the students‘ responses in the first and second interviews). Some 
questions were: 
a) What did you do about your reading difficulties? 
b) What did you do to avoid getting embarrassed when you read in front 
of your classmates and teachers?  
c) What have you tried to do to complete your writing tasks on time? 
Teacher participants: Teachers (classroom teacher and resource room teacher) were 
interviewed to obtain information about the students‘ achievements, difficulties, 
coping strategies, and the factors that influenced their coping processes. My plan was 
to interview the teachers on the students‘ areas of strength and difficulty, and to 
speak with the resource room teacher for each student. However, not all teachers 
agreed to be interviewed, especially the resource room teachers. The teachers‘ 
interview questions were based on their students‘ interview responses; and they were 
interviewed once, at a time of their preference in the school. Three teachers were 
interviewed in late April on the 20, 21, and 24. Then the other nine teachers were 
interviewed between 21 of May and the 6
 
of June 2014. Interviews were conducted at 
school during the school day when teachers were free. The interviews took place in 
the school library and free offices, though two of the resource room teachers were 
interviewed in the resource room. The following are examples of interview questions 
for the teachers: 
Based on your experience teaching (student‘s name), tell me about her.  
a) What are her learning characteristics?  
b) What are her learning strengths?  
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c) What are her learning weaknesses? 
d) What are the specific strategies she uses to make her learning 
successful? 
e) Could you describe her behaviour when she has a difficult task to 
finish?   
Parent participants: the researcher interviewed mothers rather than fathers for two 
reasons. The first reason is cultural — as a Saudi female researcher, it is not 
culturally acceptable to communicate with males for long periods of time, especially 
to discuss personal family information. Second, mothers know more about their 
daughters than their fathers do. As such, the mothers‘ interviews gave the researcher 
an in-depth understanding of their own perspectives on their daughters‘ experiences 
and coping strategies. Only four mothers were interviewed. Although she originally 
agreed, one mother could not be interviewed, due to private circumstances and a lack 
of time. The interviews were scheduled according to the mothers‘ preferences and 
availabilities, and the majority of them had been interviewed by the end of the data 
collection period, which was also the end of the semester. Two of the mothers were 
interviewed in their homes, after I called and arranged appointments for interviews to 
accommodate their special circumstances. One of them was pregnant and in her last 
week of pregnancy and the other mother had a new baby. The other two mothers 
volunteered to come for their interviews at their daughters‘ schools. In following 
there are examples of interview questions for the mothers:  
1. Tell me about your daughter‘s background. 
a) What are her areas of interest, such as hopes and special activities?  
b) What are some of her strengths, whether in learning or in her social life 
outside the school? 
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c) When she has problems or difficulties, how does she tend to face those 
problems? 
2. Tell me about her schooling.  
a) How does she feel about school? Is she excited? Please explain. 
b) What is her most major problem at school, whether in learning or 
socially?  
c) Has she considered asking you or other family members for help with 
her problems? If yes, could you tell me more? 
4.3.4.2 Observational data 
To investigate the school-related stress and coping processes of girls with learning 
disabilities within the school environment, direct observations of the students were 
conducted. It is essential to clarify that this study took place in second semester 
which began on the 26 of January 2014 and lasted 17 weeks. However, the 
researcher was not able to arrive to Jeddah in Saudi Arabia where the study was 
conducted by the beginning of the semester due to waiting for ethics approval from 
QUT‘s Human Research Ethics Committee. Also, the researcher had to wait for 
permission from the Saudi culture mission for study travel. The researcher arrived to 
Jeddah where the study was conducted by the end of the 6
th
 week of the semester and 
the week 7 and week 8 were for receiving the Department of Education permission 
for entering schools and provided with the list of schools that contain the resource 
room programs. Then the 9
th
 week was the mid semester break. In the 10
th
 week the 
researcher selected 15 schools (see Figure 4.3) and travelled to select the potential 
pool of participants until week 12. Data collection started in week 13 on the 20 April. 
As a result, five weeks were available for observing the girls in the school. The five 
girls were observed in the classroom approximately five times each. Observation 
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sessions ran every week for about the length of one class for each student, or about 
45 minutes. Video recordings were not made because it is not permitted in girls‘ 
schools for cultural reasons.  
Observations were conducted after the first interview with each of the 
participants in order to gain a deeper understanding of their school related-stress. As 
a result, the observations focused primarily on the individual participants, unless a 
situation occurred related to school-related stress that was affecting the participant, in 
which case other students and the teacher involved in the situation were also closely 
observed. The researcher sat at the back of each classroom at a desk to minimise 
interruption and so not affect the classroom dynamics. Since the observations were 
not video recorded, extensive field notes were taken during each of the observations 
including the student‘s name, date of the observation, location, and the events that 
took place in the classroom. These field notes also detailed how each participant 
engaged with their peers, their reactions to schoolwork, and their interactions with 
teachers. Additionally, the participants‘ learning weaknesses and the possible 
strategies they used to deal with their weaknesses, along with the participants‘ 
behaviour, were also observed. Furthermore, specific stressful situations during 
classroom time were observed; and consequently how the participants responded to 
these stressors was conceptualised based on Lazarus and Folkman‘s (1984) theory. 
Data collected from observations have an advantage in that they provide extra 
information about a phenomenon (Yin, 2009). However, this study was constrained 
in that observing students in the regular classroom was limited to observing 
traditional teaching methods. Students were sittings in rows and were seldom in 
groups; they were not required to cooperate with each other and did not move from 
their chairs. Observations indicated in most lessons that students sat passively in their 
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seats following teacher instruction. However, observations were useful to document 
the classroom climate especially as two of the student participants experienced 
mistreatments from their teachers. 
4.3.4.3 Documents 
Documents were a secondary source of data which included school records, an IQ 
test report for one student and class grades for the other students. The students‘ files 
in the resource rooms, including assessments that identified learning disabilities 
assessments, were seen by the researcher but were not photocopied because of 
teacher discomfort and confidentiality concerns. In addition, the researcher‘s field 
notes included some significant events. While these sources of data collection did not 
answer the two research questions of this study directly, they provided background 
information and profiling of the five female participants which will be reported in 
Chapter 5. These documents provided therefore a better understanding of how each 
participant was diagnosed with a learning disability, their characteristics and their 
strengths and weaknesses. The following Table 4.2 summarises how the two research 
questions were answered through the approaches to data collection. 
Table ‎4.2 
How data collection sources answered the research questions 
Research Questions Primary Sources   Secondary Source 
1. What are school-related stresses based 
on the perspectives of the primary 
school girls with learning disabilities 
in Saudi Arabia? 
Student interviews  
  
Teacher interviews 
Mother interviews 
Documents 
2. How do the primary school girls with 
learning disabilities in Saudi Arabia 
cope with the school-related stresses? 
Student interviews 
Student observations   
Teacher interviews 
Mother interviews 
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 Data Analysis 4.3.5
Data analysis in qualitative research, and especially for case studies, is the 
researcher‘s most challenging responsibility (Yin, 2009). Consequently, researchers 
need to develop protocols for data collection, organisation, and analysis. This study 
applied a case study design and was theoretically guided by Lazarus and Folkman‘s 
(1984) coping theory and literature on school-related stress. Also, theory driven and 
prior research approaches of coding and analysis were applied. The following 
paragraphs discuss the data transcription, organisation, coding, and analysis in this 
study. 
4.3.5.1 Transcribing and organising data 
The most important step before data analysis is to organise the data (Creswell, 2008). 
For this purpose, the researcher prepared a folder for each student that contained 
consent forms for each case; interviews; observation notes; school records; and all 
reports provided by the schools. Electronic folders containing the audio interviews of 
the students, as well as their mothers and their teachers, were also maintained. This 
electronic folder also contained five word documents, one for each of the five 
participating girls, each of which contained the transcribed interview text that had 
been inserted into a table in preparation for coding. Preliminary analysis was 
conducted during the interviews. While I was interviewing the participating girls, I 
was able to identify the stressful events they had experienced or were experiencing 
and how the girls tend to cope with their school-related stressors. A more detailed in-
depth analysis occurred at the completion of interviews back in Australia. I 
transcribed the majority of the interviews in Australia, after the data collection was 
complete. I reviewed the relevant literature to identify the key school-related 
stressors for students and to provide the possible themes for coding. The Lazarus and 
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Folkman (1984) coping theory contributed to the data-coding process and guided the 
analyses. 
Interviews were conducted and transcribed in Arabic, and then only relevant 
evidence in the transcripts related to school stress and coping were translated from 
Arabic to English by the researcher for the purpose of reporting. The translated 
English quotes and relevant evidence were then back translated to Arabic by another 
PhD Saudi student who was also bilingual. Then the researcher and the PhD student 
who did the back translation reviewed and compared the original Arabic text with the 
back translated version to verify the translation. Finally, the researcher‘s supervisor 
and editors from QUT edited some of the translations when needed, under the 
supervision of the researcher to avoid any changes in meaning. 
4.3.5.2 Coding data  
According to Boyatzis (1998), there are three approaches to developing themes and 
codes: (a) theory-driven; (b) apriori data- or prior research-driven; and (c) an 
inductive approach from raw data, that is, post-priori. In the theory-driven approach, 
the researcher develops codes and themes from a theory that would save time and 
also reflect an epistemological viewpoint aligned with post-positivism. The theory-
driven approach is preferred by Boyatzis in the field of social sciences and 
humanities provided that it is appropriate for the different disciplines in social 
sciences.  
In contrast, the inductive, or data-driven, approach is when the researcher 
develops codes and themes from raw data. This is more challenging due to the time 
required for coding; however, the approach provides rich descriptions and may 
identify issues not predicted by existing theory. In addition, a data-driven approach 
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provides high reliability and validity for context-sensitive raw data. Lastly the apriori 
data coding or prior research-driven approach is based on a review of the literature 
and uses other researchers‘ findings and insights to develop thematic codes. As a 
result in this approach, the researcher develops codes based on previous research. 
This research-driven approach is located between the two previous approaches. 
The theory-driven and apriori data coding approaches were used to answer this 
study‘s two main research questions, the first regarding school-related stress from the 
perspectives of primary school girls with learning disabilities in Saudi Arabia. Data 
that answered this question were coded using the apriori research approach, after a 
review of the literature on school-related stress. Terms and language from the 
literature were used in coding and based on what has been cited in the literature, the 
researcher was expecting particular themes to emerge from the data. For example, 
the codes for the school stress component of this study were based on several early 
studies (Bauwens & Hourcade, 1992; Leung, Yeung, & Wong, 2010; McEachern, 
Aluede, & Kenny, 2008; Piekarska, 2000), which suggested the following themes: 
 Academic stress: stress related to school work and learning, including 
reading stress, writing stress, and fear of making mistakes on 
homework and exams. 
 Teacher abusive behaviours: all abusive teachers‘ practices, including 
physical abuse, verbal abuse, negative comments and being ignored or 
rejected by the teacher. 
 Peer relationships: peer practices that harm students include peer 
rejection, peer comments, and involvement in peer problems.  
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The coping strategies themes were developed based on the work of Givon and 
Court (2010) that identified the following adaptive and non-adaptive coping 
strategies: 
A. Adaptive strategies:  
1. Reconciliation: Specific behaviours for this strategy:  
 seeking help from others  
 taking action  
 putting in effort  
 using own strategies  
 taking steps to deal with the difficulties  
 accepting the problem  
 managing emotions  
2. Determination: Specific behaviours for this strategy: 
 dealing with the problem 
 using one‘s own strategies to resolve difficulties 
B. Non-adaptive coping:  
3. Avoidance: Specific behaviours for this strategy: 
 avoiding facing the problem  
 not enthusiastically coping  
 not believing in help  
 not cooperating to resolve the problem  
 giving up  
4. Rebellion: Specific behaviours for this strategy: 
 blaming others 
 rejecting help  
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The aim of this study was not to explore specific coping strategies but to 
examine how the participants responded to school-related stress, based on Lazarus 
and Folkman‘s (1984) coping model. However, these aforementioned strategies were 
used to analyse and write the participating girls‘ stories about school stressors. 
Because the second research question was to investigate how participants coped with 
school-related stress, data related to this aim were coded using a theory-driven 
approach. According to Lazarus and Folkman (1984), the five processes of coping 
with stress are event, appraisal, coping, coping outcome and emotional outcome, 
which were applied to the five girls‘ stories about coping with school-related 
stressors. After writing each girl‘s story in experiencing school stress, the stories 
were analysed through each of these five processes:   
 First, the researcher looked for the event the girl was experiencing, such 
as being unable to complete a writing task on time and being always 
behind. 
 Second, the researcher looked for how the girl was appraising the 
stressful event. For example, the primary appraisal was to look for 
evidence from the interview and ask whether she saw the event as 
significant or irrelevant. The secondary appraisal looked for evidence of 
whether the girl searched for options for how to handle the stressful 
event.  
 Third, the researcher looked for evidence of coping, cognition or action 
that responds to or avoids the stressor. The two coping strategies are 
problem-focused [adaptive strategies] and emotion-focused [non-
adaptive strategies]. For example, a problem-focused coping strategy 
takes steps to deal with the problem, makes an effort, manages 
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emotions, or seeks help. Alternatively, emotion-focused coping 
includes avoidance, rejecting help, blaming others, being angry, giving 
up, or not cooperating to resolve the problem.  
 Fourth, the researcher looked for evidence of the effectiveness of 
selected coping strategies in the event outcome. This outcome may be a 
favourable resolution, leading to a positive emotion, or an unfavourable 
one, leading to a negative emotion.  
 Finally, the researcher looked for evidence of the emotion outcome of 
applying problem-focused or emotion-focused coping strategies. 
Positive emotion outcomes include feeling good, staying healthy and 
striving for a positive sense of wellbeing. Negative emotions include 
recurring distress, sadness, and depression.  
Only the students‘ interviews were coded and analysed for evidence of coping 
theory. Mothers‘ and teachers‘ interviews were analysed for the purpose of gaining a 
better understanding of each girl and special events. The girls‘ transcripts were coded 
manually; and the researcher read each girl‘s interview transcript separately. The 
researcher picked one transcript at a time to read over and highlight existing themes 
from theory and prior research. Overlapping themes and themes that were not 
supported by the data were minimised.  
After individual analysis, cross-case analysis was employed to identify 
similarities and differences in coping process and responding to school stresses 
across all cases. The individual analysis summarised how each girl responded to 
school stress. In addition, the cross case analysis summarised the four directions of 
coping with school-related stresses of the five primary school girls with learning 
disabilities in Saudi Arabia using the Lazarus and Folkman (1984) coping model. 
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The processes of coding and analysing the data for this study were conducted 
in Arabic. Some scholars (e.g., van Nes, Abma, Jonsson, & Deeg, 2010) are 
concerned about translating and presenting data from one language to another; 
however, I believe the real concern comes when analysing qualitative data, such as 
an interview that has been translated from one language into another language, more 
so than translating quotes and evidence for the study‘s findings. Many meanings and 
expressions would have been lost and missed, which would have rendered me unable 
to deeply understand and interpret the data. Researchers need to be close to the data, 
as van Nes and colleagues (2010, p. 314) noted: 
With participants and the main researcher speaking the same language, no 
language differences are present in data gathering, transcription and during the 
first analyses, because usually the first coding phase stays closely to the data. 
Qualitative studies aim to investigate the meaning of participants‘ experiences, 
and language is the main tool for expressing meaning (van Nes et al., 2010). When 
the interview transcriptions were complete, I noted that the transcripts were full of 
meaning, emotions, and children‘s expressions. These meanings and expressions 
might be missed when the whole interview was translated from Arabic into English, 
in pursuit of the aim of the analysis. van Nes et al. (2010) in their article about 
meaning lost in translation argued that translation is an interpretation of meaning and 
action which might be missed during the process of translation. Thus, van Nes et al. 
(2010) recommend that researchers should analyse and keep close to the data in the 
original language as long as possible. As a result, I preferred to analyse the interview 
data in Arabic. Thus I read and went through the Arabic transcripts while coding and 
analysing the data. However, I wrote notes in both Arabic and English to make it 
easier when writing the participants‘ individual reports. I also used that time to 
highlight the most interesting evidence. This evidence was then translated into 
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English for the purpose of presenting the final report in the findings sections, 
Chapters 5 and 6. The procedure for coding and analysis was as follows: 
1) I prepared each student‘s three Arabic-language interview transcripts in 
a table in a Word document. The table has columns for the utterance, 
code, theme, and comments. 
2) I always had the three lists of themes that were established from the key 
literature review and discussed in this study and based on Lazarus and 
Folkman‘s theory (1984) coping.  
3) I read through each transcript and looked for the stressful event that 
students experienced, negative and positive experiences, and their ways 
and processes of coping.  
4) I looked for any themes that emerged from the data.  
5) I highlighted each student‘s school-related stressor and way of coping, 
then I wrote an individual case report (each girl‘s story), which I call 
girl‘s story. The mothers‘ and teachers‘ interview transcripts were used 
to check the truth and accuracy of each girl‘s stressful event experience.  
6) I repeated the last five steps with all participant girls, ending up with 
five individual case reports (the girls‘ stories). 
7) I went through the five individual case reports looking for similarities 
and differences.  
In more detail, I analysed the interview data using thematic analysis to track 
the six following steps, based on Braun and Clarke (2006): 
1. Familiarising yourself with the data: After completing the interview 
transcripts, I read through each one several times and listened to the 
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interviews‘ audio recordings simultaneously. In addition, while reading 
the interview transcripts, I made notes as I inserted the interview 
transcripts in the table, which was structured to have space for 
comments and notes. This step provided me with a deep understanding 
of the contents of the interview data and the participants‘ stories. 
2. Generating the initial codes: I coded the interview data deductively, 
using the a priori approach where codes are based on previous research.  
3. Searching for themes: I categorised the codes into initially broader 
themes and collected the relevant evidence from the data for each theme.  
4. Reviewing themes: In this stage, I reviewed the themes in order to check 
whether each had enough evidence from the data. Also, some themes 
were combined into one.  
5. Defining and naming themes: In this stage, I defined and named each 
theme, to make it ready for the analysis. I also wrote the final story for 
each theme.  
6. Producing the report: In this stage, I selected the interesting extracts and 
evidence from the data to answer the first and second research questions 
and discussed them in light of the related literature. I then wrote the 
findings report. 
4.4 Research Quality 
In qualitative research, several strategies can be used to ensure research quality, such 
as member checking and triangulation (Maxwell, 2004a). Member checking refers to 
confirming the study‘s findings with those who participated in the study. Mothers 
and teachers were invited through phone call and texts to discuss and verify the 
research findings, but unfortunately, some mothers only responded once to clarify 
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demographic information and did not respond again. In addition, only one teacher 
responded to clarify information about one of the participating girls. That was not 
surprising because communication with teachers and some mothers had been 
challenging from the start of data collection. However, the quality of this study was 
addressed by using different methods of data collection and collecting data from a 
diverse range of individuals: an approach known as triangulation. In this study, the 
researcher collected data through interviews, observations, and documents. 
Furthermore, the researcher collected information about each student from the 
student herself, as well as multiple teachers (maths and resource room teachers for 
two girls, maths and literacy teachers for the other two girls, and maths and science 
teachers of the last girl) were interviewed and the mothers of four girls were also 
interviewed. Triangulation reduces the chance of any systematic bias resulting from 
the use of a specific method or source of evidence (Yin, 2009). 
4.5 Ethical Considerations  
This research involved human participation though activities including observations 
and interviews. Thus ethics approval was obtained from the QUT ethics committee 
and the Saudi Ministry of Education in Jeddah. All research activities were 
categorised as ―low risk applications‖ under clearance number 1400000153. Some 
sensitive data about the participating girls was shared with the researcher, such as 
when girls reported teacher abusive practices or family neglect. For this reason, the 
researcher explained to the participating girls that all data were confidential and not 
shared with her teachers or family. In addition, the researcher explained and clarified 
that the she was not a teacher and not part of their schools. The researcher‘s only 
responsibility was to collect data that may improve the future education of students 
like them. Because mothers may have also felt uncomfortable about sharing their 
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girls‘ experiences and problems, the researcher explained that all information was 
confidential and that the researcher and her supervisors would be the only ones who 
would have access to the data. In addition, teachers may have felt uncomfortable 
sharing information about their students with the researcher. In these cases, the 
researcher explained that her aim was not to evaluate their teaching practices or 
achievement but only to seek information about selected girls‘ classroom behaviour 
from a teacher‘s perspective. In addition, the researcher clarified that all information 
would be kept confidential and names would be pseudonyms in publications. 
Participants were primary school girls between 8 and 11-years old, as well as 
their mothers and teachers. The researcher had no relationship or friendship with any 
of the participants. All participants had the choice to withdraw from the study at any 
time without comment or penalty, and they were informed of this option at the 
beginning of data collection. The researcher used pseudonyms when reporting the 
study‘s results and discussion findings.  
All data were stored confidentially, and all observation sheets, interview 
transcripts, and consent forms were kept in a locked cabinet in the researcher‘s office 
at the QUT Kelvin Grove campus. In addition, the electronic interview transcripts 
files and audio records files were stored on the researcher‘s secure network drive 
located at the QUT Kelvin Grove campus. Data will be destroyed five years after 
completion of the study.  
4.6 Conclusion 
This study investigated the school-related stress of five primary school girls with 
learning disabilities in Saudi Arabia. How these girls responded to their school 
stressors was examined in light of Lazarus and Folkman‘s (1984) theory of coping. 
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The study was designed to conduct an in-depth understanding of the coping 
processes adapted by five girls with learning disabilities, from their own 
perspectives.  
Student interviews were the main source of data used to answer the research 
questions. Interviews with teachers and mothers were primarily used to provide 
background on the students and to verify some of the students‘ statements. 
Observation was not as fruitful as hoped due to the teaching approaches in the 
classrooms; however, it did shed some light on school stressors and how the students 
dealt with them. Collecting student files was also a challenge; however, the 
researcher was allowed to view the files and take notes.  
Data were coded using the theory-driven and prior research approaches. 
Themes were developed from the existing literature on school stress, and coping was 
conceptualised through coping theory (Lazarus & Folkman, 1984). The quality of 
this study was ensured by triangulating data collection from multiple sources and 
individuals. This study obtained ethical approval and was categorised as low risk. 
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Chapter 5 Profiles of Participants 
5.1 Introduction 
The current study investigated the school-related stress of five primary school girls 
with learning disabilities and the ways these girls coped with this stress in Saudi 
Arabia. As discussed in chapter one, this study was guided by two research 
questions:  
1. What is school-related stress from the perspective of Saudi Arabian primary 
school girls with learning disabilities?  
2. How do Saudi primary school girls with learning disabilities cope with 
school-related stress?  
Lazarus and Folkman model (1984) of coping with stress informed the 
analysis. An explanatory case study approach was adopted, involving five students 
from grades two through five, as well as their mothers and teachers. The purpose of 
this chapter is to provide a deep understanding of the participants and their contexts 
by profiling the participants and identifying the types of stress that they report 
experiencing. As Baxter and Jack (2008) assert, case studies are useful when aiming 
to understand how and why a particular phenomenon occurs and its contextual 
conditions. The profiles are based on information obtained through interviews of 
mothers, teachers, and to some extent on background information revealed in the 
girls‘ interviews. This information was supplemented with classroom observations. 
The five participants — Hana, Faten, Mona, Rim, and Sarah (these names are 
pseudonyms) — are all Saudi girls studying in primary school, who have been 
identified as having learning disabilities by their schools‘ resource room teachers 
(discussed in 2.3). At the time of this study, Hana was in grade 3 and had spelling 
Chapter 5: Profiles of the Participants 126 
disabilities and reading disabilities in word recognition and fluency, Faten was in 
grade 3, and she had reading disabilities in word recognition and fluency. Mona was 
in grade 4, and she was identified as having learning disabilities in maths. Rim was 
in grade 5, and she had reading disabilities in fluency and poor handwriting. Last, 
Sarah was studying in grade 2, and she had reading disabilities in word recognition 
and fluency. Table 5.1 summarises the demographic information of the participants. 
The assessment processes to identify students with learning disabilities that applied 
in the resource room did not identify the specific reading disabilities. Identification 
of any specific reading disabilities relied on informal assessment by classroom and 
resource room teachers after teaching and observing students for a long time. 
However, highlighting the students‘ academic weaknesses and catering for them was 
considered more significant than specifying every learning disability. The following 
section will discuss each participant‘s profile. 
Table ‎5.1  
Demographic information of the participants 
Participants Age Grade Mother‘s‎
educational 
level 
Father’s‎
educational 
level 
Brother & 
Sisters 
Hana 10 3 High 
school 
High 
school 
4 Sisters 
1 Brother 
Mona 10 4 Bachelor Bachelor 7 Sisters 
1 Brother 
Rim 11 5 Middle 
school 
Bachelor 2 Sisters 
2 Brothers 
Sarah 8 2 - - - 
Faten 9 3 Middle 
school 
Illiteracy 4 Sisters 
5 Brothers 
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5.2 Hana 
Hana is a ten-year-old girl in grade 3 of a small school of 390 students. She failed 
grade 1 due to health problems and had to repeat that year. She comes from a family 
with average income. Her mother is a 26-year-old housewife and mother of five 
children. The eldest sibling is in high school, and the youngest child is five-years old, 
with Hana in the middle. Both her mother and father graduated from high school. 
Her father joined the army, having enlisted after high school, and her mother 
completed her high school diploma after she got married and had children. At the 
time of this study, her family was living in a rented flat in the city of Jeddah, but, 
after the data collection was completed, the family moved to their hometown in 
southern Saudi Arabia. They now live in their own house with the grandmother and 
extended family.  
Hana‘s mother reported in an interview that, when Hana started grade 1, she 
had severe asthma and usually spent a week at hospital whenever she experienced a 
bad attack. She used to be on medication to manage her asthma, which, according to 
her mother, affected her short-term memory, but, unfortunately, no medical report 
was available to confirm that claim.  
 Learning disabilities diagnosis 5.2.1
Hana‘s Arabic teacher referred Hana to the resource room program because of her 
spelling difficulties. After receiving permission from Hana‘s parents, this teacher 
applied the Myklebust scale. Unfortunately, Hana‘s results on this scale were sighted 
by the researcher, but no copy was provided, as the school saw this as confidential 
information. Thus Hana‘s spelling and writing skills were evaluated by the resource 
room teacher, beginning in grade 1. Spelling and writing were identified as areas of 
weakness, and an individual education and teaching plan was developed. Hana was 
Chapter 5: Profiles of the Participants 128 
sometimes pulled out from her mainstream classes for support in spelling and 
returned to her class for the majority of the time. Also, according to the literacy 
teacher, Hana seems to have reading disabilities in fluency, but Hana was able to 
cope because of her strong visual memory (discussed further in Section 5.2.3). In 
addition, her teachers applied a developmental assessment of psychological 
processes. Again, the results were difficult to access as the school and the resource 
room teacher felt this report was confidential, and they would not let the researcher 
copy it or carefully read it. 
In an interview, the resource room teacher asserted that Hana has attention 
deficit hyperactivity disorder. This teacher also described Hana as having a strong 
visual memory. This claim could not be confirmed as the school did not provide test 
results or a report about this condition — nor did her family. The resource room 
teacher suggested that Hana displays behaviour characteristic of attention-deficit 
hyperactivity disorder, based on this teacher‘s training course, knowledge, and 
experience working with students with learning disabilities, as well as observation of 
Hana‘s behaviour and characteristics.  
 Personal characteristics 5.2.2
Hana is a sociable girl who likes to participate in events and activities. She likes to 
interact with her peers. However, during the study, she did not appear to have 
friends. Although Hana said she had four friends at school, observations of her at 
school suggested that her classmates disliked her being in their groups. For example, 
in one observation of her in class during a free period, Hana was seen trying to 
interact with her classmates, share her belongings with them and join them in the 
activities they were doing. However, they ignored her and seemed not to like to 
interact with her. 
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Hana‘s mother and teacher described her as lacking tact and suaveness with 
her classmates. This results in her peers‘ dislike of working with her and their choice 
to ignore her in class. Her unhappy dealings with others could be related to her hasty 
and impulsive personality. One example that the maths teacher gave was, if they 
have to do colouring in maths class, Hana takes crayons from the girl sitting next to 
her without asking.  
Hana always enjoys taking responsibility; and she is enthusiastic about 
participating in competitions, a tendency not limited to school activities. Hana‘s 
mother and teachers described her as having a strong personality. Her mother 
reported that Hana always expresses her opinion, defends herself, and does not let 
anyone hurt her, even verbally. In addition, her mother added that Hana gets into 
conflicts and arguments, at home and in her social life outside her family, with 
anyone who tries to harm her, hurt her feelings or take any of her belongings. 
However, if she is the one who starts the conflict, she always tries to reconcile with 
the other person.  
While Hana was described as having a sociable personality, she, however, is 
not accepted by her peers. A possible reason she is not liked by her peers is the 
effects of some characteristics of students with learning disabilities, such as hasty 
and impulsive behaviour resulting in social and relationship problems. The rest of 
this section highlights Hana‘s strengths, giving relevant reasons for what impacts her 
way of coping with — or at least controlling the effects of school stress. 
 Strengths and weaknesses  5.2.3
Hana‘s resource room teacher noted that Hana has a strong visual memory. She, 
therefore, can use this skill to deal with her reading disabilities in word recognition 
and fluency. Hana cannot read a new text, she practises a new reading task several 
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times at home, using her strong visual memory to memorise the text, so that she can 
read the text smoothly if called upon in class. The resource room teacher noted that 
while Hana could read in the class she was not accurately reading but depended on 
memorising whole long segments of text. Furthermore, her resource room teacher 
noted that Hana sometimes read fast and did not follow the line. 
Hana‘s literacy teacher confirmed what the resource room teacher said about 
Hana‘s ability to deal with her reading problem by using her good visual memory. 
The literacy teacher stated that Hana has reading disabilities, but, when she 
memorises reading texts at home, she can read them quite clearly and pleasantly. She 
shows a good level of understanding about how to use punctuation in reading, better 
than other girls who do not have reading disabilities, according to this teacher‘s 
informal assessment (Hana‘s literacy teacher, personal communication, 28 May, 
2014).  
One significant vignette from a school day helps clarify Hana‘s character, 
behaviour, and learning disabilities traits in class. She was observed during a religion 
examination. The teacher handed to the students the exam papers, which comprised 
multiple-choice questions and one written answer. The teacher knew that some 
students in that class had reading disabilities, so she read the questions aloud. In 
addition, the teacher asked the students questions to make sure they had the answers 
and knew what they needed to do, rather than just having them write the answers 
down on the exam paper. 
Hana answered all the questions orally with the teacher when she reviewed 
the answers with the students, showing that Hana knew the answers. Then, she wrote 
them down on the paper. However, when the teacher checked Hana‘s exam paper, 
the teacher was dissatisfied because Hana had made some mistakes and missed 
Chapter 5: Profiles of the Participants 131 
answers on her exam. The teacher read the questions over again for Hana and she 
could give all the answers orally. The teacher then asked her to write the answers on 
her paper, and she did this with some help. 
Two possible elements may have affected Hana‘s ability to complete the 
examination. The first was that Hana perhaps was unable to read the questions 
individually, consistent with her purported learning disability. The other element 
could relate to her impulsivity. Both her resource room and literacy teachers 
mentioned impulsivity as one of Hana‘s characteristic behaviours in class. For 
example, Hana would submit her exam paper too quickly without checking her 
answers, and at times she raised her hand to answer the teacher‘s questions without 
even understanding the question.  
5.3 Mona 
At the time of the study, Mona was ten-years old and in fourth grade. She comes 
from a professional family. Her mother and father are well educated, with bachelor 
degrees. Mona‘s father is a 46-year-old pilot, who is usually away from home for his 
job. Her mother is a 35-year-old housewife with nine children. Mona is about in the 
middle of her seven sisters and one brother. The eldest sister is in her last year of 
high school and the youngest one was born at the end of this study. One semester 
before the study started the family moved to their own new house in more affluent 
suburb.  
 Learning disabilities diagnosis 5.3.1
Mona‘s teachers had few opportunities to evaluate Mona using all the assessments 
available in her school. Mona was new to the school, and her maths and classroom 
teachers had limited knowledge of Mona, whereas completion of the Myklebust scale 
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requires extensive knowledge of students‘ behaviour and limitations. Consequently, 
Mona‘s maths teacher, who referred Mona to the resource room, could not complete 
the Myklebust scale, so the resource room teacher had to skip this step and use an 
academic assessment based on the maths curriculum. This teacher evaluated Mona in 
grades two and three maths skills because she was in grade 4. The results showed 
some weaknesses and missing skills in maths. However, this did not mean Mona has 
learning disabilities in maths, because she studied in a Quran school in which 
instruction in maths, science and English is limited. Instead, the focus is on teaching 
the Quran, Arabic and religious subjects. As a result, the grade 3 maths books in the 
state school contains 12 lessons, while the grade 3 maths book in the Quran school 
contains only six lessons. This is possibly why Mona was missing some maths skills 
in grade 4. 
Consequently, Mona was incorrectly diagnosed with maths disabilities, which 
became evident in her maths teacher‘s interview:  
In the beginning, when Mona came into the class, I thought she could not 
achieve anything in math, and she was lazy. That is why I referred her to the 
resource room. Now, Mona has good achievement levels in the class, and I do 
not think she has learning disabilities in math. (Mona‘s maths teacher personal 
communication, 8 May, 2014)  
Nonetheless, Mona was sent to the resource room program to receive help in maths, 
although this was not related to her learning disabilities. However, it was apparent 
from her Arabic teacher‘s observations of her, for the entire semester, that Mona 
essentially needed further support with her reading and writing. Indeed, after the 
researcher met and talked with the Arabic teacher, she explained that Mona may 
have been having reading disabilities instead of maths disabilities, so further 
assessment in reading was needed. The absence of any formal assessment available 
in the school, such as the Myklebust scale, led to an initial incorrect identification. 
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Eventually, the resource room teacher assessed Mona on the psychological processes 
of attention, directions, audio, and visual memory, auditory and visual 
discrimination, and auditory and visual perception. No report of either the academic 
and psychological assessments was provided to the researcher because the resource 
room teacher classified this information as confidential.  
However, Mona‘s achievement in her reading, spelling, and writing class is 
below average. Her reading is at the grade-2 level and she cannot read smoothly. 
Mona needs to stop at each word to spell it out and read it. In an informal interview 
with Mona‘s Arabic teacher, she reported that Mona was the worst performing and 
laziest student in the class. 
Clearly, discrepancies exist between Mona‘s disabilities in reading and her 
apparent high abilities in science. Her science teacher could see the divergence 
between Mona‘s abilities in science class and other classes. She said: 
While Mona is a very smart student in science and, many times, she has 
surprised me with her smart questions, I have noticed she is slow in writing and 
reading. She takes much more time than the other students do to copy what is on 
the board. (Mona‘s science‘s teacher interview, 27 May, 2014)  
The science teacher added, ―In reading, she [Mona] takes more time to spell the 
words and read them. When I was ask who wants to read, she never wants to read, 
not like when she is asked scientific questions‖ (Mona‘s science‘s teacher interview, 
27 May, 2014). Based on discrepancies between Mona‘s disabilities in reading and 
high abilities in science, Mona was selected for this study as a student with learning 
disabilities. The researcher is confident of selecting Mona for this study, due to her 
background in learning disabilities and experience of identifying students with 
learning disabilities (see Section 1.5). 
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 Personal characteristics 5.3.2
Mona was shy during interviews and observation sessions in the classroom. She was 
quiet and less talkative in comparison to other girls attending the resource room. Her 
science teacher acknowledged that, on most occasions, Mona is shy and quiet. 
However, she added that Mona is not quiet with her:  
She [Mona] is shy but not with me. She talks to me because, at the end of the 
school day and after the teachers leave, I stay in the science lab for an hour 
waiting for my daughter to arrive. [Her daughter is in high school, which 
finishes one hour later than primary school, so she waits for her daughter to take 
her home.] And many girls come to help me in the lab. That is why she [Mona] 
gets a chance to talk with me. (Mona‘s science teacher, interview, 27 May, 
2014)  
Miss Fatimah is the maths teacher in Mona‘s school, who sometimes taught Mona 
when the regular maths teacher was absent. Miss Fatimah also acknowledged that 
Mona is quiet. 
Mona‘s mother described Mona‘s personality as ―more mysterious. No one 
can know about her special things.‖ She added, ―With her sisters, she is social and 
quiet, but she is not introverted‖ (Mona‘s mother‘s interview, 20 May, 2014). In 
addition, her mother described Mona‘s personality as ―strong‖, after I asked her 
about how Mona was dealing with peer conflicts at school. Her mother said, ―Mona 
has a strong personality, and I am not worried about such things‖ (Mona‘s mother‘s 
interview, 20 May, 2014). However, she offered no more details or examples to 
explain how strong and confident Mona is. During the interviews, Mona could not 
fully express herself. The majority of her answers to the interview questions were ―I 
do not know.‖ This could have been because she was dealing with unfamiliar 
situations.  
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 Strengths and weaknesses  5.3.3
Mona‘s progress in science was above average. She liked science and usually spent 
the last hour of the school day in the science lab, working on her project while 
waiting for the family driver to pick her up from school. Her science teacher 
mentioned that Mona is a smart student and she asked intelligent questions during 
class. In addition, this teacher was surprised by Mona‘s level of interaction in class 
because even students with high achievement levels did not ask questions or 
participate in discussions as Mona did. The science teacher had discussed Mona‘s 
case with the maths, Quran, and literacy teachers, and she was surprised that Mona 
was referred to the resource room. 
5.4 Rim  
Rim is an eleven -year-old girl in grade 5. She has a slim, small body, so she looks 
like a grade 4 or 3 student. She comes from a family with average income by Saudi 
standards. Her mother is a 29-year-old housewife and mother of five children, of 
which Rim is the eldest child. Rim has two sisters, in grades two and three, and two 
brothers, a 4-year-old and a newborn. Her father is a 36-year-old military 
professional. Her mother studied until middle school, while her father has a bachelor 
degree. Rim lives with her family in a rented flat in a middle class suburb.  
 Learning disabilities diagnosis 5.4.1
Rim was enrolled in the resource room program while in grade 4, one year before 
this study started. She received support in reading. Rim‘s Arabic language teacher 
referred Rim to the resource room because of her low achievement in reading, 
spelling, and her bad handwriting. Rim has reading disabilities in fluency. The 
parents gave their permission for Rim to enrol in the resource room program, after 
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which the Myklebust scale was applied by the resource room teacher with the Arabic 
teacher‘s help. Rim then was assessed in grade 2 and 3 reading and writing skills. 
Finally, her psychological processes were evaluated by the resource room teacher. In 
addition, Rim was selected for this study because of the discrepancy between her 
reading disabilities and bad handwriting and her above average abilities in other 
subjects such as maths. 
 Personal characteristics 5.4.2
Rim gives a first impression of being quiet and unsociable. However, during the 
interviews, she showed how well she can express herself and talked about things she 
likes to do, sharing her experiences. Rim discussed how she exchanges help with 
others, including her sisters and school friends, in order to deal with her limitations. 
For example, Rim said, ―My friend Lamar helped me do my homework. She gave me 
her book, and I copied the answers, and I helped her to make the Arabic language 
brochure‖ (Rim, interview 1, 21 April, 2014). Rim‘s mother reported, ―Rim has a 
nice personality and is aware of what is right and wrong‖ (Rim‘s mother interview, 
13 June, 2014). Her mother added that Rim likes to take responsibility for caring for 
her sisters and brother. In addition, her mother stated that Rim is overprotective of 
her siblings. Her mother felt sorry for her because Rim has not enjoyed her 
childhood. She takes care of her siblings and watches them all the time when the 
family goes out, instead of playing with other kids. Her mother said: 
When I ask her [Rim] to help me at home, she helps me, maybe because she is 
older than her sisters. I depend on her when I go outside. She keeps an eye on 
her sisters, and the housekeeper told me that, when I go out, Rim takes care of 
her sisters and makes sure they have dinner before they go to bed. I feel I have 
deprived her of enjoying her childhood. She is overprotective and worries about 
her siblings. I ask her to play and enjoy herself, but she keeps watching her 
siblings, especially if I am not with them. Others have told me how Rim takes 
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care of her sisters and brother. One day, we went to the beach, and she was 
swimming with her uncles, and her brother fell into the water, and she saw him, 
and no one else saw him. (Rim‘s mother interview, 13 June, 2014) 
Rim‘s maths teacher described her as having a strong personality. She 
reported that Rim is audacious, sociable, and enthusiastic, and she always wants to 
improve her skills. In addition, this teacher mentioned that, because of Rim‘s 
personality, she gets into conflicts with her peers. Furthermore, her Arabic teacher 
reported that Rim likes to get attention in class and, if she cannot get that using her 
skills and learning abilities, she starts misbehaving in or outside class to draw 
attention to herself.  
 Strengths and weaknesses  5.4.3
Rim‘s information file indicated areas of strengths and weakness. According to this 
file, Rim was able to achieve a high standard in her Quran studies. In addition, Rim 
likes to draw and do artwork. She enjoys using coloured paper to make different 
shapes and create pieces of art. These pieces of art are not particularly exceptional, 
but she is proud of her work and believes she is good at these art activities. Her 
mother said, ―Rim is always enthusiastic about doing her artwork and science 
experiments immediately when she arrives home after school. I remember when she 
learned at school how to grow plants. She came home and did the work immediately‖ 
(Rim‘s mother interview, 13 June, 2014). 
However, according to Rim‘s mother and her Arabic teacher, Rim is 
extremely slow to recognise and synthesise words and phrases. Rim‘s Arabic teacher 
said, ―she [Rim] tries to read but she is slow in recognizing some difficult words‖ 
(Rim‘s Arabic teacher interview, 21 May, 2014). In addition, she has weak oral 
reading abilities and mispronunciation issues. Further, Rim has extremely poor 
handwriting that is difficult to read and understand. The Arabic teacher attributed 
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Rim‘s poor handwriting to the way she holds her pencil, which could be due to 
inadequate teaching in her early years. Rim places the pencil on the paper vertically, 
instead of at an angle, which causes her hand to cover her writing and prevents her 
from seeing what she writes. This also stops her from connecting letters and leaving 
enough space between words. Furthermore, according to her mother, ―Rim could not 
hold a spoon properly; however, she did not drop food on her clothes‖ (Rim‘s mother 
interview, 13 June, 2014). This, therefore, means that Rim‘s poor handwriting is not 
because of inadequate teaching in her early years but, instead, because of weak and 
poorly developed motor skills, which is a characteristic of some students with 
learning disabilities (Daemmrich, 2006). 
5.5 Sarah 
Sarah is a seven-year-old girl in grade 2. She attends the same school as Mona. She 
lives with her parents, three sisters, and two brothers. Her eldest sister is in high 
school; and the youngest sibling is about three-years old, with Sarah the second to 
last child. Unfortunately, I could not interview Sarah‘s mother because, at first, she 
was busy. As a result, limited information is available on Sarah‘s background and 
family situation. Her family appears to be a professional family, based on the school 
at which she studies and some information given by Sarah during her interview. For 
example, the family house has a swimming pool, which, in Saudi Arabia, usually 
means they are a wealthy family.  
 Learning disabilities diagnosis 5.5.1
When Sarah was in grade 2, her classroom teacher in grade 1 recommended that 
Sarah might need to receive special support in literacy. Sarah‘s literacy teacher said, 
―In the beginning of the year Miss Zainab [Sarah grade 1 teacher] told me that Sarah 
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is a poor student and she needs more care‖ (Sarah‘s literacy‘s teacher interview, 2 
June, 2014). Next, her grade 2 teacher referred Sarah to the resource room program 
to get support in spelling. The resource room teacher obtained permission from 
Sarah‘s parents. After that, the Myklebust scale was completed by Sarah‘s classroom 
teacher, who confirmed that Sarah needed to join the resource room program. 
Subsequently, Sarah‘s grade-1 level writing and spelling skills were tested, although 
at the time of testing she was in grade 2. The goal of this assessment was to find 
Sarah‘s areas of academic weaknesses and her missing skills. Finally, the resource 
room teacher evaluated Sarah‘s psychological processes in order to highlight any 
deficiencies. While the information and documents of the assessment were seen by 
the researcher, unfortunately, the resource room teacher was reluctant to provide 
copies of this information to the researcher. Sarah had just started going to the 
resource room the semester of the study, which was her second semester of grade 2. 
She received support for her reading and spelling difficulties. Based on information 
provided by the literacy teacher in interviews, Sarah has difficulty recognising words 
and phrases and reading fluently. 
 Personal characteristics 5.5.2
According to Sarah‘s classroom teacher, Sarah is a sociable student who has been 
able to make friends among the highest achieving of classmates. This teacher 
reported that Sarah has good leadership skills and interacts well with her peers in 
class. In addition, she has a high level of discussion, presentation, and oral 
expression skills. Sarah‘s maths teacher reported that she is a sociable and confident 
student who defends her opinions well. Furthermore, Sarah is enthusiastic about 
learning and concerned about completing tasks, and she does not like to fail in any of 
them in class.  
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 Strengths and weaknesses  5.5.3
A good understanding of Sarah‘s strengths and weakness was gathered from 
interviews with her classroom teacher, who taught Sarah literacy, and her maths 
teacher. First, although Sarah was still in grade 2, she already has clear and legible 
handwriting. Her literacy teacher mentioned that Sarah completes her notebooks 
nicely and tidily. This teacher added, ―Sarah does not like to miss anything we do in 
class, and, if she does not come to school one day, she always does the exercises we 
had the day before and completes her books and notebooks‖ (Sarah‘s literacy teacher 
interview, 2 June, 2014).  
Second, Sarah‘s literacy teacher reported that she engages in classwork and 
states her opinions about the roles and activities she prefers to do. The literacy 
teacher mentioned that Sarah actively participates in the resource class and 
contributes to answering the lesson questions. For example, the teacher gives the 
students five minutes to discuss and answer some of the reading questions. Sarah 
contributes to her group in answering the questions and she raises her hand to give 
answers. 
Third, Sarah likes research activities, such as searching for information on the 
Internet, and she always gets her research done with help from her family at home. 
She likes doing these activities because she does not have to read in the class in front 
of other girls. Sarah may be unable to search the Internet by herself or read the 
material, but she is always enthusiastic about this kind of task and she never fails to 
complete it. I questioned this teacher about how Sarah is able to do this task, since it 
requires reading skills, and she replied, ―She gets help from her sister at home‖ 
(Sarah‘s literacy teacher, 2 June, 2014). 
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Sarah has a stronger short-term than long-term memory. According to her 
literacy teacher, Sarah can read a new text in class after the text is repeated several 
times. However, she cannot read the same reading text the next day. This is related to 
her problem with long-term memory processes that was noted by Sarah‘s literacy 
teacher. In writing tasks, students‘ spelling abilities are evaluated in two ways in the 
early years of Saudi schools. First method is when the teacher lets the students look 
at words or phrases on the board for a few seconds. The teacher then covers the 
words and asks the students to write them in their notebooks. This method is called 
―see, cover, and write‖. Sarah achieves an average score on this test because of her 
short-term memory, as she can easily remember the information she has seen 
recently. Sarah can memorise information and knowledge for immediate use, but she 
is unable to retain this information later. Sarah‘s literacy teacher noticed that Sarah 
cannot keep information over the long term. For example, in writing classes, the 
teacher provides the students with a text of four to five lines to practise at home and 
tests them the next day. Sarah usually fails to do well on this assessment for several 
possible reasons. One reason is that Sarah may be unable to study the spelling sheet 
at home. Another reason she may perform poorly is because of her long-term 
memory problem.  
In addition, she dislikes reading tasks and gets bored easily in her reading 
class, especially if the teacher spends a long time evaluating other students. While 
observing Sarah in her maths class, I noted that Sarah avoided reading activities. For 
example, the teacher asked for students who wanted to read the title and questions 
associated with the activities. Sarah did not raise her hand to read. Her literacy 
teacher reported:  
Sarah‘s attention sometimes wanders, and she feels bored, moves a lot and does 
not like to sit for a long time, especially when we have two reading periods [one 
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period is 45 minutes] to evaluate all the students. She plays with something 
under her desk, such as Uno card game, blocks, or a doll (Sarah‘s literacy 
teacher interview, 2 June, 2014)  
Her maths teacher added that occasionally Sarah fails to pay attention and 
moves from her seat. The maths and literacy teachers agreed about Sarah‘s attention 
span. However, both teachers mentioned that, when they ask her to pay attention to 
the lesson, she can do this. Her maths teacher stated that Sarah‘s attention might 
wander in class because she is bored since she understands the lesson quickly and 
finds it too easy. This teacher also added that Sarah‘s level of attention increased 
after she began attending the resource room program (Sarah‘ maths teacher 
interview, 27 May, 2014).  
5.6 Faten 
Faten is a nine-year-old girl who is in grade 3 of a large girls‘ primary school of 980 
girls, located in a suburb where families are on low incomes. The majority of the 
students in her school are non-Saudi immigrants from Egypt, Syria, Palestine, and 
Eretria. However, the majority are from Syria and Eretria because of the political 
situation in these countries, and the students come from poor families. Faten also 
comes from a family with low income. She has four sisters and five brothers, of 
which she is the youngest. Six of her brothers and sisters are married, and three still 
live with the family, in addition to Faten. Her mother studied up to middle school, 
and her father is illiterate. Faten‘s mother is a 48-year-old housewife, and her father 
is 53 and a driver in a government department. The family‘s income comes only 
from the father‘s job and they live in a rented flat.  
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 Learning disabilities diagnosis 5.6.1
While Faten was in grade 3, at the beginning of the first semester of 2014, she was 
still unable to read and she did not know the letters‘ sounds. Faten was identified 
with reading disabilities in word recognition and fluency in her current school, based 
on the above-mentioned Saudi system of identifying students with learning 
disabilities. In Faten‘s case, she was transferred from her previous school to her 
current school because of her reading problems, at which point Faten‘s family agreed 
for her to be enrolled in the resource room for academic support in reading. The 
resource room teacher in the new school did not use the Myklebust scale because this 
requires consultation with classroom teachers to check Faten‘s behaviour. Because 
Faten was new to the school, her reading teacher did not have enough knowledge 
about Faten‘s behaviour and achievement levels. Instead, the resource room teacher 
relied on Faten‘s grade 1 and two school reports to exclude any possibility of low 
achievement in other subjects. This teacher then evaluated Faten in reading skills, 
starting with grade 1 skills. Her reading abilities were at an early grade 1 level. The 
resource room teacher defined Faten‘s weaknesses and missing reading skills, and 
created an individual educational plan for Faten. That plan involved sometimes 
withdrawing Faten from her mainstream class to go to the resource room for 
individual teaching in reading. In addition, the resource room teacher applied a 
developmental assessment of psychological processes. Faten had good results in the 
majority of test areas and only showed some difficulties with directions, for which 
she got two out of four when she should have gotten three out of four (see Table 5.2).  
In addition, because Faten‘s mother was increasingly concerned, she asked 
the school to give her a referral letter to the student health centre to evaluate Faten‘s 
intelligence quotient (IQ) level using the Stanford Binet (fourth edition). Her IQ was 
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first assessed on 11 June, 2013, and she scored around average, at 90 (see Table 5.3). 
The resulting report also revealed that Faten has a slight attention disorder. 
According to her psychological evaluation using the Stanford Binet scale, Faten has a 
short-term memory disorder, especially in her auditory memory. She further suffered 
from anaemia and an iron deficiency that affected her memory, for which she 
received treatment. 
Table ‎5.2 
Faten’s developmental assessment of psychological processes 
Psychological processes Normal range Score 
Audio memory 6–8 8–8 
Visual memory 9–12 11–12 
Auditory discrimination 3–4 3–4 
Visual discrimination 3–4 4–4 
Attention 3–4 4–4 
Auditory perception 3–4 4–4 
Visual perception 3–4 4–4 
Directions 3–4 2–4 
Visual closure 3–4 3–4 
Auditory closure 3–4 4–4 
Recognition of objects with touch 3–4 4–4 
Distinction between figure and ground 3–4 4–4 
 
Table ‎5.3 
Summary of Faten’s IQ results on the Stanford Binet Test 
Subscale June 2013 
Verbal reasoning 
 
114 
Quantitative reasoning 
 
98 
Abstract/visual reasoning 
 
80 
Short-term memory 
 
74 
IQ score overall 90 
Source: Student Health Centre (2013) 
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 Personal characteristics 5.6.2
Faten was an unsociable girl in class and she did not interact with classmates even 
during free periods (e.g., when the teacher is absent), when other students played and 
interacted with each other. Faten usually stayed in her chair for the majority of the 
time. She hardly ever got up from her chair when a teacher was not around. A 
possible reason for Faten not interacting with her peers was her experience in her 
previous school, when Faten and her peers were punished (e.g., standing on one foot) 
by the head of the school when they played and made noise when their teacher was 
absent. Faten reported:  
They [the head of school or other observers] did not let us [Faten and her 
classmates] go anywhere, and we just stayed in our seats. The head of school 
sometimes came to our classroom but no other classes because our teacher was 
absent, and we had to sit like statues and we could not move and, even if anyone 
talked, she [the head of school] made us stand up. (Interview 1, 24 April, 2014) 
Faten added, ―Sometimes if the girls talked, she [the head of the school] made us 
stand on one foot.‖ When the teacher came into the classroom, Faten went back to 
her desk quietly. In the classroom, she avoided talking with other girls. In addition, 
she got annoyed when her peers played and talked in class, and she put her hands 
over her ears. However, she showed satisfactory social behaviour during lunchtime. 
She ate her lunch with her four friends, who also were with her in the same class, and 
she was able to talk and interact with them, carrying on conversations. I believe that, 
based on Faten‘s responses, when she was taught in her early years not to talk, play 
and interact with peers in class — even in their free time — and punished if she did 
so, this had an impact on her social behaviour and classroom interactions. Therefore, 
a possible explanation for the differences between Faten‘s social interactions in and 
outside class was the head of school‘s control measures that Faten experienced in her 
previous school.  
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 Strengths and weaknesses  5.6.3
One area of strength for Faten was her good drawing ability, which was better than 
expected for her age. However, the art and classroom teachers did not notice Faten‘s 
drawing ability. According to observations, the way students are taught in Saudi 
school is the traditional way, in which students sit in rows for the majority of the day 
with few classroom activities. Possible reasons for teachers‘ not identifying Faten‘s 
strengths may be a result of teachers applying this traditional approach with a limited 
use of drawings. In a typical Saudi Arabian class, the teacher is the centre of 
activities, with the students sitting passively in their chairs for the majority of the day 
and the teacher delivering knowledge to the students. Faten‘s maths teacher was the 
only teacher who noticed Faten‘s nice drawings. 
While Faten showed strength in drawing ability, Faten achieved below 
average results in her literacy skills, as mentioned previously. In addition, notably, 
Faten did not experience good teaching in her early years of schooling. When she 
was in grade 1, her teacher suffered from a health condition that prevented her from 
working. The majority of the day, Faten and her peers sat in their classroom without 
doing any activities or even playing. Consequently, Faten failed to learn some of that 
year‘s skills. Furthermore, Faten missed some grade 2 skills because her classroom 
teacher had to take care of an extremely sick son and she was absent for some time. 
As a result, Faten‘s mother decided to transfer her to another school so, when Faten 
started grade 3, she enrolled in her current school.  
Possibly Faten‘s perceived reading disabilities could be attributed to the 
absence of good teachers in grades one and two. However, her achievement in other 
subjects was at an average level, whereas her reading level is below average and 
stagnated at the year one level. A discrepancy existed between Faten‘s reading 
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abilities and her abilities in other subjects such as maths and sciences. Such 
discrepancies are a significant criterion for identifying students with learning 
disabilities in Saudi Arabia. Looking at the final annual school reports to discover 
differences between subjects is required to evaluate discrepancies between abilities. 
Another way of evaluating discrepancies is through interviews of maths, literacy, and 
other teachers to detect different evaluations of students by three teachers. While 
Faten‘s reading level is at year one, her achievement levels in other subjects are 
average, and her maths and literacy teachers cited different evaluations by other 
teachers.  
5.7 Conclusion 
This chapter described the profiles and summarised the stories and experiences of 
five Saudi primary school girls. These girls have been identified as having learning 
disabilities, so they were enrolled in the resource room in the year of the data 
collection or sometime in the past. The girls were between 8 and 11-years old and in 
grades two to five and were drawn from different schools. Mona and Sarah are from 
families with a high socioeconomic status, and they attended the same school during 
the study. Rim comes from an average socioeconomic background, whereas Hana 
and Faten are from families with below average socioeconomic status. These five 
cases vary in terms of personal characteristics, as well as academic strengths and 
weaknesses. Some of the girls are sociable, and they have leadership skills, as well as 
displaying confidence in social situation, such as Rim, Hana and Sarah. Furthermore, 
the other girls are shy, quiet and sensitive, namely, Faten and Mona. However, all 
these girls have experienced some critical events at school that harmed, challenged, 
or threatened them. Each girl responded to these events differently. The next chapter 
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describes and analyses the critical events the participants experienced in their 
schools. 
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Chapter 6 Critical Events: Stressful Experiences  
6.1 Introduction  
This study aimed to investigate the school-related stresses experienced by five Saudi 
Arabian primary schoolgirls with learning disabilities and how these girls cope with 
their school stress based on Lazarus and Folkman‘s (1984) model of coping. The two 
main research questions were posed: 
1. What are school-related stresses based on the perspective of the 
primary school girls with learning disabilities in Saudi Arabia?  
2. How do primary school girls with learning disabilities in Saudi Arabia 
cope with school-related stresses? 
This chapter addresses the first research question. It will document and report the 
common stresses that these girls experienced, which include academic stress, 
teachers‘ mistreatments and peer relationships.  
6.2 School-related stresses  
The study found that the participants experienced three main sources of stress: 
academic achievement; teachers‘ abusive behaviours; and relationships with peers. 
These sources of school stress will be discussed in the following sections, beginning 
with the most common and frequent sources of stress. The data analysed in this 
chapter were collected in interviews with students, parents, and teachers and through 
classroom observations.  
 Academic stress  6.2.1
Academic stress refers to worries about school achievement and schoolwork pressure 
(Murberg & Bru, 2004). Some girls experienced academic stress in reading, writing, 
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and making mistakes in exams and homework. The participants experienced stress in 
reading for several reasons. 
First, the participants were embarrassed when they struggled to read in front of 
the class. Rim said, ―I get embarrassed when I don‘t know how to read a word‖ 
(Rim, interview 2, 28 April, 2014). I observed Rim in her class several times and 
noted the following during one observation. Rim showed good engagement with her 
peers and interactions with her teacher. She paid attention to the lesson, was 
motivated to answer the teacher‘s questions, and she raised her hand to read the 
lesson‘s introduction. The teacher picked her and Rim started reading. Her voice was 
clear comparison to when she was in other classes but after the first sentence, she 
came across some words she could not read and after that her reading was not fluent. 
However, Rim kept reading and tried to sound out the difficult words until she 
finished reading (Researcher, Rim: Observation 5, 3 May, 2014). It was surprising 
that, although Rim was aware of her reading problem, she was confident enough to 
volunteer to read.  
Following this event, I interviewed her maths teacher and she said, ―The girl 
[Rim] is intrepid and wanted to be an excellent student and better‖. In another part of 
the interview, this teacher said, ―she [Rim] is ambitious and always tries to be better, 
and I can feel that she came to school to learn, not like other girls who came to play‖ 
(Rim‘s maths teacher interview, 21 April, 2014). That was the reason that Rim 
participated in reading, although she knows that she may come across some difficult 
words that she cannot read.  
In the next interview, after the previous observation, I asked Rim, ―Have you 
ever read in front of the class and come across a word you could not read?‖ She said, 
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―It happened today...I felt that I didn‘t understand the lesson and didn‘t know 
anything about the topic...I could not read, and I was afraid everyone would laugh at 
me.‖ Although Rim showed confidence as she raised her hand to read the lesson‘s 
introduction, she was concerned about embarrassment or losing face as soon as she 
faced some difficult words she could not read. Similar to Rim, Hana said, ―I know 
how to read. I can read, but-but-but when I read I get stressed out in front of the other 
girls, I cannot read because I am stressed out and embarrassed because of the other 
girls‖ (Hana, interview 2, 27 April, 2014).  
Sarah was also afraid of making a mistake while reading. She said, ―I don‘t like 
reading…because it‘s really difficult.‖ She continued, ―There are some girls that 
don‘t like to read they said, ‗We can‘t read‘, but they can read, but they are afraid of 
making mistakes‖ (Sarah, interview 1, 23 April, 2014). Sarah‘s literacy teacher said:  
Before, Sarah did not like reading and did not participate in reading, and she was 
always hiding behind the other girls during reading activities, in particular.... 
She did not like to raise her hand to read and she appeared annoyed. (Fatimah, 
teacher interview, 2 June 2014)  
Faten explained that she feels stressed and gets frustrated when she cannot read 
and write. She said:  
I feel there is something in my brain telling me and making me not want to put 
any information in my brain. I am not lazy. I don‘t know what this thing is that 
won‘t let me read or write. I like to read. I like to write, and I like everything, 
but I do not know what this thing is that stops me. Even at home, when I write, I 
get headaches, and, in class, when the teacher asks us to write, I get a 
headache... After I write a line, then my head hurts me, and I cannot write and 
cannot pay attention to the lesson in the class... I wish I could memorise more 
and I will try. (Faten, interview 2, 1 May, 2014) 
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These girls‘ main source of stress is reading in class. In reading tasks, they fear some 
reactions that tend to happen during the class when they make mistakes while 
reading, such as not recognising words. Some reactions are the teacher‘s comments, 
peers laughing, or getting a bad mark. The most common reason that emerged from 
the data explaining why these girls are fearful of having to read is to being 
embarrassed when making mistakes in front of the class and their peers laughing.  
In addition, another academic stress related to the literacy class was being able 
to complete a writing task on time. Sarah was stressed about her writing and being 
unable to complete long writing tasks in class as the other girls did. She reported, ―I 
do not like writing. It is difficult because we write out the whole reading text in 
class‖ (Sarah, interview 1, 23 April, 2014). However, Sarah has adopted coping 
strategies to deal with her writing limitation, which will be discussed later in the 
section on adaptive coping strategies. 
In addition, Rim expressed that she was fearful about making mistakes. In 
relation to her maths homework, Rim said: 
If there is a maths problem I cannot do, I feel afraid the others will say, ‗This is 
not right.‘ ... I feel afraid of making mistakes when doing homework, but not the 
literacy homework because I own an old book. (Rim, interview 2, 28 April, 
2014)  
This fear was related to the fear of losing face when making mistakes in an academic 
performance of reading, writing, and doing homework. This sense of fear extended to 
relationships with the classroom environment and the teaching practices. For 
example, the teacher‘s comments to students regarding inarticulate reading, bad hand 
writing or being behind in completing a writing task. However, Rim‘s concern about 
making mistakes and then failing her grade related to her father‘s demands. Her 
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father was not pleased when she got a 2 in maths and blamed her for that. Rim said, 
―when I got 2 in maths, dad was disappointed and blamed me for that, he said, ‘you 
are excellent why has your achievement changed‘‖ (Rim, interview 4, 21 May, 
2014). The following section will discuss how teachers‘ practices and behaviours 
cause stress for the students in the learning environment. 
 Teachers‘ mistreatments  6.2.2
The data showed evidence of three types of mistreatment displayed by the teachers in 
this study. First, as discussed in the literature review, teacher abuse generally refers 
to teachers‘ comments on a student‘s appearance, culture, and dress, in addition to 
mentioning the student‘s family problems in front of the class. Other instances of 
verbal abuse were evident as teachers swore at the girls and made derogatory 
comments about the girls‘ weak performance and learning disabilities. Second, some 
teachers displayed physical abuse by hitting the student or pulling her hair. Third, 
some teachers marginalised the girls and rejected them because of their learning 
disabilities. This section describes how these behaviours stressed the students. The 
first example shows how teachers became sources of stress because of the physical 
and verbal practices they adopted.  
Hana said that she had experienced physical and verbal abuse by her maths 
teacher in maths class:  
I like it when I have teachers who do not hit students. Some of them hit us, like 
Miss Kulood, who teaches math, hits, shouts and- reviles me and some girls and 
pulls hair and takes us to the rubbish bin to throw away gum without any 
warning, and pulls our hair, takes us to the rubbish bin. (Hana, interview 1, 20 
April 2014)  
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Hana described her specific experience and said, ―My friend caused a problem, and 
then Miss Kulood pulled my hair and took me to the rubbish bin to throw away my 
gum because of Rawaan. She gave me the gum‖. In addition, the same teacher 
abused Hana verbally. Hana reported that Miss Kulood said to her, ―You are stupid‖, 
and Hana added, ―Miss Kulood said my exam paper was full of scribbles.‖ 
Similar to Hana, Faten also felt stressed because of her literacy teacher‘s [Miss 
Samar] threats and comments. Faten reported that Miss Samar said to her, ―You did 
not study, and your mother doesn‘t want you to pass. I will give you a 4 [i.e., a 
failing grade]‖ (Faten, interview 3, 6 May, 2014). Faten said further:  
Sometimes, Miss Samar threatens me and says ‗I swear to God I will give you a 
4‘, and she said that in class. That‘s why I hate her, and, when she comes into 
the class, I do not look at her. And even when she reads the lesson, I do not look 
at her. I look at the lesson.  
Second, shouting and screaming were stressful situations for Hana and Mona. 
Hana does not like the maths class because of the teacher‘s teaching practices. She 
said: 
When we laugh in class, the teacher [Miss Kulood, the maths teacher] very 
quickly starts shouting and takes that cube and hits the table with it to make us 
be quiet. And when she hits the table with the cube, I feel annoyed and 
uncomfortable, and I am not happy like I am during literacy and Quran class. 
(Hana, interview 2, 27 April, 2014)  
Similar to Hana, Mona has experienced the teacher‘s practices, which also cause 
stress during maths class. When I asked Mona about her achievements after she 
moved to her current school, she said, ―The teachers in my previous school are not 
like teachers in this school‖ (Mona, interview 1, 22 April, 2014). When I asked, what 
are some differences? She said, ―I do not know.‖ Then she said, ―I like maths, but I 
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don‘t like the teacher.‖ She also said, ―I don‘t like the way she treats us.‖ She 
explained why she does not like her maths teacher, saying, ―She always shouts in 
class.‖ Then Mona said, ―For example when I focus on answering questions and she 
shouts suddenly, I get really scared.‖ She continued, ―The maths teacher shouts when 
we do not do our homework, the Arabic language teacher when the girls talk in class 
and the art teacher – I do not know why she shouts.‖ Although Mona likes maths, she 
hates to be in the maths class. I asked her if she liked her maths class and why. She 
said, ―I like maths as a subject, but I do not like the teacher‖ (Mona, interview 1, 22 
April, 2014). Mona does not like the way the maths teacher deals with students 
because she shouts all of the time and Mona feels uncomfortable. Also, Mona said, ―I 
wish I graduate from school soon‖. When she asked if she would like to go to high 
school she replied, ―I do not know‖ (Mona, interview 1, 22 April, 2014). Mona here 
shows she did not like to stay in school for long and how she was not motivated for 
high school. 
Third, the teachers ignored students during the class, which stressed Hana and 
Faten. The maths teacher, Miss Kulood, ignored Hana in class. Hana said:  
I did not really like maths because when there are any challenging tasks, 
sometimes I put my hand up, and she [Miss Kulood] does not let me answer. 
And I have the right answer just like the other girls have the right answer. (Hana, 
interview 2, 27 April, 2014) 
Hana added, ―…these days, since you [the researcher] started coming to the maths 
class, she lets me participate in answering the questions.‖ Hana explained, ―When 
Miss Kulood knows you [the researcher] are watching me, and when you come to the 
class, she lets me answer some questions. The first maths class you were there, she 
let me answer a question or two.‖ Similar to Hana, Faten has been ignored by her 
literacy teacher, who is also her homeroom teacher. Faten said: 
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There are other girls who have learning disabilities and not only me…. Miss 
Samar gives the other two girls chances to read again if they do not read well. 
But she did not give me the chance when I could read only half of the text 
because I had memorised only that part…. She leaves me to the end, and, when I 
come to her and say I am ready, she ignores me. But the other two girls with 
learning disabilities, even if they stay to the end, Miss Samar lets them do their 
reading again, but not me. (Faten, interview 2, 1 May, 2014)  
Only Faten experienced the third example of teacher‘s mistreatment. Not only 
did she feel ignored by her literacy teacher during class, but she also sensed that the 
same teacher had rejected her being in the [the teacher‘s] class since the beginning of 
the school year. Faten said:  
When I put my hand up to read and the teacher does not let me read, I get 
stressed out. I mean, I do not like it. Does that mean the teacher is spiteful to me 
by not letting me read? And, from the beginning of the year, Miss Samar has not 
liked having me in her class... I feel she does not want me to be in her class. She 
told my mum and Miss Bdour [a woman in the office] to put her [Faten] in 
another class. (Faten, interview 2, 1 May, 2014)  
In summary, poor relationships with teachers are a significant factor in the 
stresses that students experience in the educational environment. Furthermore, poor 
treatment and abusive practices, including comments on the students‘ poor 
performance and learning problems, swearing, hitting, pulling hair and rejecting 
students, cause students to feel stressed. Consequently, the students do not have an 
opportunity to display their areas of strength during the school day. A good example 
is that although Mona likes maths, she cannot enjoy it. She hates maths class because 
of the teacher‘s abusive behaviour. The following section explores the role of peers‘ 
relationships in causing stress in the school environment. 
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 Peer relationships and conflict  6.2.3
Since friendship and belonging to a group are significant sources of support, being 
socially excluded is a stressful situation for girls in primary school in Saudi Arabia. 
In the current study, problems in peer relationships include peers‘ comments and 
peers‘ rejection in the educational environment, as well as involvement in peers‘ 
problems. This section will provide evidence of how the participants experienced 
stress through poor relationships with peers in their school environment. Stress due 
to peer rejection will be presented first followed by peers‘ comments and then 
involvement in peers‘ problems.  
First, Rim and Hana experienced rejection by peers on more than one occasion 
at the school. Rim said:  
When I was in grade 3, I used to have lots of friends, and they would play with 
me and we had lunch together. But there were two girls who did not want me to 
be with them, but after that, all the girls in my class said, ‗If you [the two girls 
who did not want Rim] do not want her, we will have lunch with her and bring 
our drawing stuff to draw.‘ (Rim, interview 1, 21 April, 2014)  
Rim explained that she was rejected by two girls in that group and that the rest of the 
girls disagreed with the two who did not want Rim to be with them. Rim indicated 
that she got support from the other girls in that group when they had their lunch 
together and did other activities with her, such as drawing and artwork. Although it 
would seem that Rim achieved good relationships with the majority of the girls, she 
was concerned about being rejected by the two girls. In addition, her school friends 
were in another grade 5 class. 
Hana mentioned the activities she did with her peers in class, saying, ―I draw 
and play with my friends, but there are some girls who do not like to play with 
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others‖ (Hana, interview 1, 20 April, 2014). However, while observing Hana in her 
maths and literacy classes, I wrote the following in my journal: 
I note that Hana is ignored by her peers, and they don‘t even want to talk to her. 
After the class started, Hana tried to interact with the three girls sitting next to 
her when the teacher gave them an exercise to complete. After Hana did it, she 
showed her peers and looked at their books. She tried to explain to them, but 
they would not even look at her. Although they are a group of four girls, the 
three girls worked together as one team, and Hana was isolated. However, Hana 
tried to help, and she gave one girl in the group her book so the girl could copy 
what she missed, but that did not help Hana, and she was still ignored. 
(Researcher, Hana: Maths class observation, 7 May, 2014).  
Furthermore, during lunchtime Hana was always alone. She ate her lunch by 
herself and, after she finished, she walked around trying to interact for a few minutes 
before going off by herself again. Although Hana did not appear to have any friends 
at school, she was apparently not upset as she seemed to enjoy her school day by 
relying on her social abilities to interact with other girls casually for a short time.  
Second, Faten experienced harsh comments from her classroom peers about 
her learning disabilities. She said, ―There is a girl these days who says to me ‗You 
have a learning disability, and you cannot learn‘‖ (Faten, interview 1, 24 April, 
2014). Then she added, ―And there is another girl who said to me, ‗You are lazy, and 
the teacher follows you because you are lazy.‘‖ Faten then said:  
The girls who study with me in this class mock me and say that I am snooty and 
say I don‘t understand, I‘m stupid and I have a learning disability. And when 
they say that, I get nervous. And I have told Miss Samar, but she does not say 
anything. I want someone else to sit next to me, especially Lumaa and Hebah, 
because when they hear that [the other girls‘ comments], they defend me, and I 
like it when they help me. (Faten, interview 1, 24 April, 2014) 
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In addition, Faten‘s peers have labelled her according to categories in addition to the 
challenges that she has. She said, ―Some girls said that I have autism.‖ When I asked 
Faten what that means, she said, ―It means crazy [idiot] … it has a bit of craziness 
but it‘s not really crazy.‖ 
Third, conflict with peers was experienced by Rim. However, she never talked 
about her conflict with her peers. The students‘ supervisor reported to the researcher, 
―several girls in Rim‘s class were trying to make her angry, and they said that she 
looked like a baby and was tiny.‖ She added that Rim was angry and fought with 
these girls, and she scratched one of the girl‘s hands. Then they were taken to the 
office to sign a pledge not to fight again. In addition, Rim‘s mother reported that 
another girl hit Rim and Rim hit her back. The next day, the girl‘s mother came to 
the school to talk with Rim, but the students‘ supervisor did not let her see Rim. 
When I asked Rim about that conflict with her peers, she seemed reluctant to share 
this story. Later, in the next interview, when I asked her if she had been through any 
conflict with peers at school she said:  
Yes, there was a problem. There was girl who said to me ‗you are a liar.‘ She 
told me that she had surgery before and I told her so did I… The next day she 
went to my little sister in grade 3 and asked her whether I had surgery or not, 
and my sister said no. She [Rim‘s sister] was little and did not know about 
anything. Then this girl believed my sister and said I am a liar and then we 
fought and swore and she caught my hand...Her mother made a mistake when 
she said my mum came and rebuke her daughter, and it was not true; my mum 
did not come. (Rim, interview 3b, 14 May, 2014) 
Furthermore, the maths teacher reported to the researcher that, when Rim got in 
conflict with her peers in front of the class, the teacher had to intervene to stop the 
fighting. Additionally, two weeks before the last interview with Rim, a girl from 
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Rim‘s class planned to get Rim in trouble with the classroom teacher. When Rim was 
asked, she reported:  
Nada ripped her exercise book, and wrote on it and put it on my desk. After the 
lunch break she [Nada] came to me and asked me, ‗Rim did you rip my exercise 
book‘ and the other girls said, ‗Is that your hand writing‘ and I said, ―no it isn‘t, 
my handwriting, this is legible and my handwriting is not legible.‖ (Rim, 
interview 3b, 14 May, 2014) 
 When I asked her what she did, Rim said, ―I went to the students‘ supervisor 
and I told her I did not do that…the students‘ supervisor believed me and I did not 
get punished and that was Nada‘s mistake.‖ 
Finally, involvement in peers‘ problems was another source of stress. Both 
Faten and Hana reported that being involved in the problems of others created stress. 
For example, Faten felt stressed when her friends involved her in their problems 
outside class. She said:  
We are friends, but they create problems with others, and they make me hate 
those situations. If anyone touches them, they start swearing straight away. And 
when they start swearing, Rama and I leave and will not stay with them because 
if other girls see us with them, then they will think and say that we are swearing 
too. And there was a girl who saw me and Rama with Hebah [one of Faten‘s 
closest friends, who created the conflict], and we were told that Hebah said, 
‗Even Faten was with us in this conflict‘. (Faten: Interview 1, 24 April, 2014)  
Hana also experienced stress because of her involvement in peer problems during 
class. Hana said, ―Asmah pulls my hair and my uniform, and she talks to me during 
class. And one day the teacher scolded us and expelled us from the class because of 
Asmah. She always creates problems‖ (Hana, interview 2. 27 April, 2014). 
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6.3 Conclusion  
Data analysis found that Saudi primary school girls with learning disabilities in this 
study experienced three sources of stress related to school: academic stress; teachers‘ 
abusive behaviours in the classroom; and peer relationships. The teacher‘s 
mistreatment was the most common and stressful experiences for the participants in 
the current study, as the majority of the participating girls in this study were 
mistreated by their teachers. The data revealed that three types of academic stress 
were related to learning disabilities. Additionally, analysis showed that the fear of 
losing face and parents‘ high expectations of their child‘s performance were also 
sources of stress. Associated with academic performance were reading stress, writing 
stress, fear of making mistakes in exams and doing homework. While issues such as 
poor academic performance may stress many students, some of those students with 
learning disabilities would be more stressed due to their lack of learning abilities. 
Also, the data revealed six types of teacher abuse: physical abuse; verbal abuse; 
negative comments; being ignored by the teacher; rejection by the teacher; and the 
teacher‘s bad practices in the classroom. While teachers often express negative 
behaviour to students, such negative teacher attitude and abusive behaviour to 
students with learning disabilities is seemingly a significant source of stress for these 
students.  
Finally, three type of stress caused by peer relationship were found: peer 
rejection; peer comments; and involvement in peers‘ problems. However, teacher 
abuse was the most serious source of stress for some of these girls. They said it was 
the most stressful event that they had to cope with. In conclusion, although, these 
three sources of stresses were not experienced only by students with learning 
disabilities, these three stressors were unique to the girls in this study to some degree. 
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For example, some parents may put some pressure on their children to get full marks. 
Such a situation is more stressful for Rim, who could not receive full marks all the 
time and could not avoid making mistakes in exams and homework due to her 
learning disabilities. Another example, the teacher screaming and shouting at a 
student because she did not do her homework was more stressful for Mona who was 
not motivated to do her homework and more stressful for Hana because of her being 
overhasty and impulsive as a student with learning disabilities. The following 
chapter, through the lens of Lazarus and Folkman‘s coping model, will discuss the 
coping strategies that the study‘s participants adopted to deal with their school-
related stresses. 
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Chapter 7 Coping Strategies   
7.1 Introduction 
This explanatory case study was designed to investigate the school-related stresses 
experienced by five primary school girls with learning disabilities in Saudi Arabia, 
and how these girls coped with their school stresses. This chapter reports the coping 
strategies adopted by participants in response to particular stressful events. 
Specifically, the data in this chapter are aligned with the predictions of Lazarus and 
Folkman‘s (1984)7 model. Hence, it addresses research question two: ―How do 
primary school girls with learning disabilities in Saudi Arabia cope with the school-
related stresses?‖ Previous chapter (Chapter 6) reported the stressful experiences of 
the five female participants of this study. The current chapter (Chapter 7) reports the 
coping strategies that participants adopted to cope with their stressful experience in 
school. In the discussion of how these girls responded to stress, it is necessary to 
contextualise participants‘ coping strategies in response to the stressful event. 
Consequently, some repetition in the raw data can be expected between Chapters 6 
and 7. 
7.2 Coping with stress  
I investigated the development of the coping process described in Lazarus and 
Folkman‘s theory by identifying three different processes, as follows: 1. adaptive 
coping process; 2. semi-non-adaptive coping process ending with adaptive coping 
and semi-adaptive coping process ending with non-adaptive coping; and 3. non-
                                                 
7
 Lazarus and Folkman’s (1984) model was modified by Folkman in 1997, to accommodate positive 
psychological states; see Chapter 3. 
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adaptive coping process. The components and relationships among them are depicted 
in Figure 7.1. 
The first (adaptive) and the third (non-adaptive) coping processes each involve 
the following five steps: stressful event experienced, appraisal of the consequences, 
coping strategy adopted, coping outcome, and emotional outcome. In the semi-
adaptive coping process, there are two directions a person may take, A and B. 
Direction A start with non-adaptive coping and ends with adaptive coping. This 
coping process comprises five main steps, as follows: event, appraisal, coping, 
coping outcome and emotional outcome. By this final stage, the person will be 
experiencing negative emotion as a result of failure to cope with the stressful event. 
Subsequently, the sixth step in the coping process is evident when particular factors 
occur that help in the coping process. The re-coping step then happens again, 
followed by the emotional outcome emerging later. The previous factors include 
external help, positive events, or the end of the stressful event. 
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Figure ‎7.1. Coping process model based on Lazarus and Folkman (1984). 
The coping strategies that proceed in direction B start with adaptive coping and 
end with a non-adaptive coping process. This sequence includes following five main 
steps: event; appraisal; coping; coping outcome; and emotional outcome. The person 
starts with adaptive coping strategies, but the negative factors occur after the third 
step, between coping and coping outcome. These factors include the negative event 
or lack of support delaying the coping process and preventing the person from 
applying coping strategies; this means the person only experiences the negative 
emotion relating to the main stress issue. In the following sections, the three coping 
processes will be discussed and supported by evidence that emerged from the study 
through analysing how the participants responded and cope with their schools‘ 
stresses. Evidence of each of the adaptive processes is now presented. 
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 Adaptive coping process 7.2.1
This section will report the adaptive coping process strategies and how participant 
girls with learning disabilities coped with their school-related stress. How Sarah, the 
eight-year-old participant, coped with her writing limitation events in an adaptive 
way will be reported in this section. It is significant before analysing and reporting 
the coping process to clarify the use of the term event here and through the whole 
chapter. The term event here refers to the stresses the participants were experiencing 
in the school. An event is not presented as a single incident that happened at a 
specific time, rather a stressful set of experiences that were ongoing. In the following 
section, Sarah‘s strategy to cope with her writing limitation will be reported.  
7.2.1.1 Event 
Although Sarah has legible handwriting, she was slow in writing and usually could 
not complete her writing task in class. The critical event that stressed Sarah, who has 
reading and writing disabilities, was the challenge she faced in completing a writing 
task in class on time. Her literacy teacher said, ―In spelling Sarah is always late and 
the end of the exam time I take her [Sarah] and the other girls in that group [other 
girls who also could not complete the spelling test] and read to them slowly and 
clarify the letter sound‖ (Sarah‘s literacy teacher, 2 June, 2014). I asked Sarah, What 
subjects do you not enjoy? She said, ―I don‘t like reading and writing subject because 
it‘s really difficult... Reading and writing are difficult. Reading is difficult.‖ (Sarah, 
interview 1, 23 April, 2014). What stressed Sarah was her inability to finish her 
writing tasks on time in class like other girls. Sarah tried to cope with her writing 
stress, as will be further analysed and discussed in the following section. 
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7.2.1.2 Appraisal 
Sarah recognised her writing limitations were due to her learning disabilities. For the 
primary appraisal, Sarah evaluated this event as relevant, challenging, and frustrating 
because she has to write long tasks in class and she is slow in writing. I asked her 
what is difficult about writing. She replied, ―We [she and her peers] have to write the 
whole [reading] text‖ (Sarah, interview 2, 29 April, 2014). She needs much more 
time than is allowed in the reading period. In the secondary appraisal, Sarah looked 
at the available options for dealing with her writing limitation. The available coping 
options for Sarah are first, to push herself to complete her writing tasks even when 
she does not like them, and second, to do her writing task, and have it ready one day 
before the teacher assigns it. This keeps Sarah from being frustrated and gives her 
relief during the reading and writing class. 
7.2.1.3 Coping 
Sarah uses the action-taking strategy to cope with her writing-related stress. I asked 
her, ‗When you have two kinds of homework — maths problems and copying the 
reading text — which would you, choose?‘ She answered, ―Writing the reading text‖ 
(Sarah, interview 2, 29 April, 2014). When asked, does that mean you like writing? 
She answered, ―No, I do not like writing, but I do it.‖ I believe that here Sarah copes 
with her writing-related stress by pushing herself just to do it so she can feel relief. In 
addition, Sarah does not like to leave her tasks incomplete.  
An example of this stress and of the action-taking strategy adopted emerged 
during the last interview. This interview took place as a party was scheduled outside 
the classroom for Sarah and her peers with learning disabilities. There was a drawing 
activity the girls could do if they wished before the party if they had time. However, 
there was not much time to draw, so I said to her, ―I am afraid there‘s no time to 
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draw the picture because the party will start soon.‖ But she did not want to leave it, 
and she said, ―It is okay. I will draw something.‖ I felt that she did not want to miss 
it, not because it is an interesting activity but because she seems to achieve a sense of 
emotional satisfaction when she completes tasks. Sarah took action and drew the 
picture quickly and then went to the party. She was the only girl amongst the five 
participants who completed the drawing activity. That confirmed what her 
homeroom teacher, who teaches them literacy, stated: ―Sarah does not like to submit 
her exam paper if there are still some missing answers.‖ 
The second example of adaptive coping by Sarah is dealing with her writing 
task during classroom reading. Sarah said, ―I always do my writing at home one day 
before the teacher asks us to do it in class, I write it at home even without her asking 
me to do it‖ (Sarah, interview 3, 11 May, 2014). In reading lessons in Saudi Arabian 
primary schools, the teacher asks the students to copy the reading text into their 
notebooks. Some girls can complete that task and other girls cannot finish on time. 
That was a source of stress for Sarah during reading and writing classes, as she 
reported in interview 1, (see Section 7.2.1.1). As mentioned earlier, Sarah would 
complete the writing task usually done in class at home one day before the reading 
lesson. Sarah adapts to her academic stress and is able to deal with her writing 
limitations. In addition, she said, ―Other girls in my class do not do what I do. I write 
the writing task at home, so I don‘t have to do it in class.‖ Here Sarah experiences 
the advantage of her coping strategy because she has already done her writing and, at 
class she does not need to worry about it. When she was asked, have you failed to do 
that at any time? She replied, ―No, I always do it… I immediately start writing and 
doing my homework after I come home from school.‖ Her literacy teacher, who is 
also her homeroom teacher, said: 
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Sarah does not like to miss anything during class, and, if there are incomplete 
exercises or if she was absent, she completes them or gets the exercises from her 
peers without my even telling her to do that. And her book and notebook are 
always organised, complete, and she is not like the type of student who is 
careless. … Sarah writes the text and organises her notebook and completes her 
notes regularly and constantly. God bless her. (Miss Fatimah interview, June 2, 
2014). 
7.2.1.4 Coping outcome 
The outcome of the coping strategy Sarah uses to deal with her writing stress 
has been satisfactory for both Sarah and her teacher, as was made clear when 
she said:  
I always do my writing at home one day before the teacher asks us to do it in 
class, I write it at home even without her asking me to do it…Other girls in my 
class do not doing what I do. I write the writing task at home, so I don‘t have to 
do it in class. 
Here Sarah has created a way of coping with one of her school-related 
stresses. She believes she is the only one who uses this strategy, and she has 
been able to adopt this strategy in her writing. 
7.2.1.5 Emotional outcome 
Sarah has experienced a positive emotional outcome since she has been able to deal 
with her writing by applying her strategy of completing the writing task one day in 
advance. During this interview, when she was telling me about this strategy, she 
appeared confident and showed satisfaction. That satisfaction has kept Sarah not only 
doing her long writing tasks but also completing exercises, writing in her notebook, 
and turning in any material that has been missing due to her being absent. Previous 
section discussed Sarah‘s coping process with her writing limitation as an example of 
the adaptive coping process. The following section will report the semi-adaptive 
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coping process ending with adaptive coping through discussing Mona‘s coping with 
stressful events experienced in maths class.  
 Semi-non-adaptive coping process ends with adaptive coping  7.2.2
This coping process has two possible directions, as discussed previously (Figure  7.1), 
namely direction A, ending with adaptive coping, and direction B, ending with non-
adaptive coping. The first example of adaptive coping is evident in the way Mona 
responded to stress in the maths class due to her teacher‘s abusive behaviours. Her 
coping strategy will be discussed in detail beginning with a description of the event, 
Mona‘s appraisal of the event, coping, factors, and coping and emotional outcomes.  
7.2.2.1 Event  
Miss Asma [Mona‘s maths teacher] shouts at students during maths class to control 
their behaviour. According to my observation of the mathematics class, this teacher 
is very strict and tries to control the students during class, not allowing girls to talk 
while she was explaining mathematical concepts. If Miss Asma hears anyone talking, 
she shouts and gets angry at that girl. The following paragraph discusses an example 
of Miss Asma‘s way of dealing with students in her class.  
I [the researcher] received permission from the teacher to observe Mona in a 
mathematics class. My aim was to watch how Mona dealt with this specific class and 
how the teacher dealt with Mona and the other students. I entered the classroom and 
sat on a chair at the back of the room. There was a small rubbish bin close to my 
seat; and there were two other girls sharpening their pencils. One of the girls thought 
I was uncomfortable with the bin being close to me, so she moved it and placed it 
near the door. When the teacher saw her moving the bin, she shouted at the girl, ―No, 
no, no. Why? Why? You moved it. Put it back‖. The girl was embarrassed; she was 
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going back to her seat and when she heard Miss Asma shouting, she looked at the 
teacher and at me and them took the bin and put it behind the door. When this girl 
went back to her seat she lost face. I felt bad because she had moved the bin for my 
benefit. This incident gave me some idea how the teacher‘s screaming and shouting 
stressed the girls in the class.  
Mona also experienced another stressful event during the same semester. She 
transferred from her old school, leaving behind friends she had spent three and a half 
years with and teachers she liked. Mona spoke about her previous school, saying, 
―The teachers were not like these teachers‖. Mona compared Miss Asma with her 
maths teacher at the previous school, whom she liked. In short, Mona had 
experienced a feeling of wellbeing and acceptance in her previous school that was 
missing in her current school.  
7.2.2.2 Appraisal  
Mona had already described the maths teacher‘s shouting and yelling behaviour 
when she was being interviewed, saying, ―When I was paying attention to her [maths 
teacher] she shouts suddenly and it made me scared‖. She gave another example, 
saying, ―For example when I focus on answering questions and she shouts suddenly, 
I get really scared‖ (Mona, interview 3, 8 May, 2014). Mona feels insecure during 
maths class because Miss Asma has a tendency to scream at students suddenly for 
any reason; this might be because Mona is not paying attention, for example, or not 
bringing the materials with her that she needs for the maths class. From the 
observation, I also saw this teacher being impatient and wanting to get the right 
answers from the students. She wanted all the students to be doing the same thing 
and became annoyed when they gave the wrong answer. While Mona likes maths, 
she hated being in her maths class. I asked her if she liked her maths class and why. 
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She said, ―I like maths as a subject, but I do not like the teacher‖. I asked her if she 
could tell me why. She responded, ―I do not like her way of dealing with students‖.  
While this event may stress not just Mona but all of the students, she 
mentioned this event [teacher screaming] in particular, as the stressful situation she 
experienced in her current school. Miss Asma‘s constant yelling at the students was 
perceived by Mona as threatening and, although she liked mathematics, she was not 
able to enjoy the mathematics lessons. Mona only applied the primary appraisal 
when she evaluated the teacher yelling and screaming at students in the class as 
fearful and threatening. Mona said, ―…she [Miss Asma] shouts suddenly and it made 
me scared‖. However, Mona did not meet the secondary appraisal, as she did not 
look for the possible and available options to deal with this event. Some options she 
may have to deal with this stress is talking with her family and informing them of 
how she feels during the maths class when her teacher is screaming at them. Also, 
she could inform the school guidance counsellor about the maths teacher‘s behaviour 
in the class. Instead, Mona used a non-adaptive way of coping that will be discussed 
in the following section.  
7.2.2.3  Coping  
Mona applied an emotional coping strategy to deal with her stress in the mathematics 
class. Her response was to adopt negative attitudes towards the maths teacher and she 
stated an extreme emotional response of hatred towards the teacher for the way she 
dealt with students in the class. After the previous stage of appraisal, Mona did not 
look at the options available to her to deal with the stressful event she was 
experiencing. One of those options was to seek help. However, she did not seek any 
help and did not even talk to her mother about the negative practices by the maths 
teacher that were stressing her. One possible reason that would impact Mona‘s ability 
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to cope was that she had a lack of family communication. Evidence of this lack of 
support emerged from Mona‘s interview, her mother‘s interview, and her classroom 
teacher‘s comments, which will be discussed in the following section. 
7.2.2.4 Factors  
In this section, I discuss how the factors emerging from the data may impact on 
Mona‘s way of coping and dealing with her stress in school. Mona said, ―I do not 
talk about school at home‖ (Mona, interview 1, 22 April, 2014), but did not give any 
reason why that was so and chose not to make any more comments. During the 
interview with Mona‘s mother, I asked her, Does Mona talk with you about school? 
She replied, ―As I told you, if there is anything special, she talks and if something is 
not that important, she doesn‘t talk‖. She added, ―She [Mona] does not talk much 
about school‖. I asked the mother again whether Mona had ever told her that she had 
been punished for not doing her homework. The mother said the following: 
She did not tell me and did not even try to say anything about this matter, so I do 
not know. Only that her sister went to pick Mona up from school that day and 
the teacher told her about Mona, I would not know anything. Mona did not tell 
me whether the teacher punished her or about anything except what her sister 
saw; usually Mona did not tell me about anything. (Mona‘s mother‘s interview, 
20 May, 2014) 
This evidence cumulatively suggests that the mother was not engaging in 
helping to resolve Mona‘s social, emotional, and academic problems; and may not 
have been encouraging Mona to talk about her problems at school. From an 
interview with Mona‘s mother I noted two issues. First, Mona‘s mother does not 
know much about Mona‘s school life. I asked her, ―Do you have any idea about the 
difficulties Mona is facing at school?‖ She replied, ―Look, Mona has a strong 
personality and I am not worried about such things; she will take care of everything 
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herself and she is accustomed to independence‖. Second, Mona had not been open 
and had not expressed herself further when pressed to expand on some issues. Every 
time she was about to say something that seemed important about her experiences, 
she stopped talking and said ―I do not know‖. Unfortunately, Mona‘s mother was 
similarly closed, and that could be the reason why Mona could not express herself 
and was not sharing her school problems with her mother. Mona‘s mother added, 
―All my daughters are like this and even if they fight with each other, I don‘t engage 
with that; they will resolve their problems by themselves‖.  
I asked the mother, ―Does Mona discuss with you any problem or event she 
faced at school, either good or bad?‖ She seemed either not to know about Mona‘s 
stressful maths class and, instead, she talked about another event that Mona had 
experienced at school, saying the following:  
Yes, in the beginning when Mona transferred to this school, I did not know there 
was a girl who bullied her or something like that, and she [Mona] came to me 
and said, ‗Mum I don‘t know what this girl wants from me‘. At that time, I 
asked her to talk with the supervising lady about dealing with that girl. (Mona‘s 
mother‘s interview, 20 May, 2014) 
I asked the mother more about this story and the girl in question to find how much 
the stress relating to the issue had threatened Mona. The mother was not really sure 
and did not contribute much information. I asked her if the school‘s student advisor 
had solved the problem and she said, ―Sure, because she [Mona] did not talk about 
that again‖. This further statement by the mother shows that the she was not 
engaging with Mona‘s stress at school, because she did not ask her about it again and 
thought that, because Mona did not bring it up again, the problem was solved.  
Chapter 7: Coping Strategies 175 
Mona‘s lack of communication at home was one factor that affected how she 
coped with the stressful events she was experiencing. Mona was stressed during 
maths class and could not deal with the event causing her stress because it was out of 
her control. Further, she was not able to seek help from her mother, who was one of 
the few people in a position to help her. Mona was feeling threatened by her maths 
teacher yelling, and she was struggling to deal with the resulting stress and, 
therefore, non-adaptive in her approach in coping with the events.  
7.2.2.5 Coping outcome and emotional outcome  
It appears that Mona‘s coping outcome was unproductive because she could not cope 
with stressful events for the possible reasons discussed in the previous section. 
Consequently, Mona continued to be stressed during each maths class. She 
mentioned that she liked maths and sciences more than reading and writing. 
However, she did not feel happy during the maths class, despite liking the subject. I 
asked Mona how she felt when maths class started and she replied, ―Sometimes I feel 
happy and sometimes not‖ (Mona, interview 1, 22 April, 2014). I asked her how the 
maths class had changed and why she no longer liked it, and she replied, ―It is the 
teacher; I like maths but I don‘t like the teacher‖. While Mona did not say any more 
about her emotions, unlike other participants, it was clear that she was internalising 
negative emotions towards the maths teacher‘s yelling in class.  
7.2.2.6 Factor  
Mona continued to experience stress until Miss Asma, the maths teacher, took leave 
before the end of the semester and the grade-2 maths-teacher [Miss Fatimah] started 
teaching Mona‘s class. It is significant that the grade-2-maths teacher was popular 
and loved by the school students; and they described her as caring and kind. Miss 
Fatimah was observed in another class with other students and the observation 
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showed that she was patient with the students, and her voice level was appropriate 
and soft. In support of this, Miss Fatimah‘s teaching was a positive event that helped 
Mona to overcome her stress. I received permission from Miss Fatimah to observe 
Mona in her class:  
I entered the class and sat on a chair at the back of the classroom. That was the 
first time Miss Fatimah had taught in Mona‘s class. Miss Fatimah was standing at the 
classroom door waiting for the students to get ready and pack up their books from the 
previous subject. I was watching Mona. She was excited, happy, and smiling 
comparison to when I had seen her before in Miss Asma‘s class. She interacted with 
her peers and contributed to solving mathematical problems on the board. When 
Mona got the wrong answer, she was not worried; instead, she made a funny 
expression on her face to make her friends laugh. (Researcher, Miss Fatimah‘s maths 
class observation, 11 May, 2014) 
Mona was behaving differently than she had in Miss Asma‘s class. In that 
class, she seemed worried and scared any time the teacher yelled. She would start to 
put her hand up to answer a question and then put it down again. She did not want 
the teacher to choose her to write the answer on the board. From observing Mona in 
the maths class with her previous maths teacher [Miss Asma] and in the maths class 
with her current teacher [Miss Fatimah], I could clearly see the level of stress she had 
experienced with her previous maths teacher. 
 Semi-adaptive coping process ends with non-adaptive coping 7.2.3
As mentioned earlier, the semi-adaptive coping process can move in two directions: 
A and B. Direction A tends to begin with applying non-adaptive coping, but then, 
some factors help the coping process to take over, until the individual ends up being 
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fully adaptive. On the other hand, coping strategies that go in the B direction tend to 
begin with adaptive coping but end with a non-adaptive coping process. The person 
starts with adaptive coping strategies, but negative factors appear after the third step 
— between the coping and its outcome — which change the process. These factors 
include further stressors or limited support holding back the coping process, so the 
person delays applying coping strategies and remains caught in the negative 
emotions produced by stress. In the following section, an example of direction B is 
discussed to make this distinction clearer. 
7.2.3.1 Event  
Hana‘s behaviour with her maths teacher, Miss Kulood, is an example of a semi-
adaptive coping process ending with the non-adaptive coping direction B. First, 
before discussing the event, the environment in Hana‘s maths class needs to be 
described. Hana studies most of her subjects in her home classroom, except art and 
maths. These two subjects have a special classroom, with the maths room designated 
as the ‗maths lab‘. Some schools have this maths lab which all students go to every 
maths period. This lab is a good-sized room in which students can move around 
easily, as compared with their regular classroom‘s size. The lab includes a medium-
sized whiteboard, a data projector, and the equipment the teacher needs to teach 
maths. The tables are organised into groups, and the girls tend to sit in groups. 
Overall, the maths lab environment is more pleasant, convivial, welcoming, and 
aesthetically appealing than the regular classroom, that could be the reason Hana and 
her peers like to go to maths class. However, Hana sometimes does not enjoy her 
maths class because the teacher occasionally screams and shouts at her and the other 
girls, as well as physically abusing them, such as pulling their hair. In her interview, 
Hana said:  
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I like it when I have teachers who do not hit students. Some of them hit us, like 
Miss Kulood, who teaches math, hits, shouts and- reviles me and some girls and 
pulls hair and takes us to the rubbish bin to throw away gum without any 
warning, and pulls our hair, takes us to the rubbish bin. (Hana, interview 1, 20 
April 2014) 
Hana added, ―My friend caused a problem, and then Miss Kulood pulled my hair and 
took me to the rubbish bin to throw away my gum because of Rawaan. She [her peer 
Rawaan] gave me the gum.‖ In addition, Hana mentioned that Miss Kulood has 
abused her verbally. Hana reported that Miss Kulood said to her, ―You are stupid,‖ 
and then added, ―Miss Kulood said my exam paper was full of scribbles‖ (Hana, 
interview 3b, 13 May, 2014). In this maths teacher‘s personal communication, cited 
in an earlier section, she mentioned Hana‘s annoying handwriting when discussing 
some of her learning characteristics. Miss Kulood asserted:  
Hana likes to work when doing the lesson exercises, and she is very keen about 
writing and completing tasks. She is also impulsive, and her writing habits are 
annoying — a sentence here and a sentence there — but she is keen about 
completing tasks and likes to do things with her peers, like colouring and 
drawing. However, her book is annoying and untidy, and I have to connect the 
words together and draw arrows to connect the sections. (Miss Kulood, 
interview, 28 May, 2014)  
In these comments, Miss Kulood talked about Hana‘s learning characteristics and 
commented on her bad handwriting, although this teacher did not mention that she 
complains about Hana‘s writing in front of her. However, this perspective supports 
Hana‘s report that Miss Kulood makes negative comments about her writing. In fact, 
while there is a resource room in the majority of primary schools in Saudi Arabia, 
mainstream teachers still have limited knowledge about students with learning 
disabilities. Miss Kulood‘s perception of Hana as a poor student is a significant point 
because that will clarify why this teacher abuses Hana during her class.  
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Miss Kulood stated that she has shouted at Hana for entering into conflict 
with her peers over the chair [a high, white plastic chair, which is different than the 
other students‘ chairs — the only one like it in the maths lab]. She said, 
Hana tried to be the first one to get to the maths lab to get the special chair 
before anyone else, and, if anyone takes it, she [Hana] argues until she gets it. 
And when I shouted at her, she got upset and glared angrily at the other girl. 
(Miss Kulood, interview, 28 May, 2014) 
In this quotation, the teacher cited one of the reasons she has shouted at Hana. 
The data suggested that, when Hana interacts poorly with her peers, being overhasty 
and impulsive, this can cause her maths teacher to shout at her. However, Hana 
reported that Miss Kulood‘s shouting in class creates stress for her. The following 
section discusses how Hana appraises the event of her teacher shouting at her during 
maths class.  
7.2.3.2 Appraisal  
Hana evaluated this situation as significant and stressful. She does not like the maths 
class because of the teacher shouting and she does not feel comfortable there. She 
reported: 
When we laugh in class, the teacher [Miss Kulood] very quickly starts shouting 
and takes that cube and hits the table with it to make us be quiet. And when she 
hits the table with the cube, I feel annoyed and uncomfortable, and I am not 
happy like I am during literacy and Quran class. (Hana, interview 2, 27 April, 
2014) 
In addition, Hana mentioned how she felt about the maths teacher shouting at her in 
class in the first interview, in which she said:  
I do not feel relief. I mean, I feel annoyed in maths class. I am annoyed, and I 
hate this class period. If we had two maths periods in a row, I would tell the 
teacher that I need to go to the toilet and escape. I mean, I would attend one 
period and escape for the other one. I want to escape from her class. I wish I 
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could, but I cannot because we only have one period [maths class]. (Hana, 
interview 1, 20 April, 2014) 
This response was Hana‘s primary appraisal, when she evaluated how much this 
event threatens and adds stress to her life. When Hana moved to a secondary level of 
appraisal, she started to think about possible ways of coping that she could adopt. 
The available coping mechanism was to report what Miss Kulood does to someone 
who has the authority to stop that teacher from continuing these practices.  
7.2.3.3 Coping  
Hana told her mother about the teacher‘s abuse, but her mother failed to encourage 
Hana to do anything because her mother did not want her to get into trouble with the 
teacher (see quote below). Hana was also planning to inform the head of the school 
about what was happening in Miss Kulood‘s class, but she was afraid her teacher 
would punish her. Hana took steps to deal with this stressful situation when she 
talked to her mother about resolving the problem. She said:  
I told my mum I wanted to inform the school office about what Miss Kulood is 
doing. My mum said, ‗We do not want to get into trouble with others.‘ Even 
though I think Miss Kulood is impolite and swears, but I cannot tell anyone I am 
afraid of her. (Hana, interview 1, 20 April, 2014) 
While Hana tried to apply problem-focus coping strategies and to take steps to deal 
with these stressful events by looking for feasible ways to solve this problem, she 
could not cope with her stress in this case, due to the following factors that appeared 
during the coping process.  
7.2.3.4 Factors 
There were two factors that have affected Hana‘s way of coping with the maths 
teacher‘s (mistreatment) disciplinary practices in class. The first factor was internal, 
which was Hana‘s lack of power to overcome the event because her problem is with 
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someone who had more authority than she does. In addition, Hana was concerned 
about the consequences of reporting the teacher‘s behaviour to the school office. For 
example, the teacher could find out who reported her actions and then she could 
punish Hana. Hana explained, ―I think she [Miss Kulood] is impolite, and I wish I 
could report that, but I cannot because later, when we come out [i.e. from the school 
office], she will scold me. I cannot report her‖ (Hana, interview 1, 20 April, 2014) 
The second factor was that her mother could support her in coping with these 
events. In addition, her mother recommended that Hana should refrain from doing 
anything about this teacher, to avoid getting into trouble. In her interview, Hana‘s 
mother suggested that Hana had given Miss Kulood a reason for behaving as she did 
to Hana. Hana‘s mother was asked, did Hana tell you about Miss Kulood, the maths 
teacher? She replied, ―Yes, Hana told me that when she [Hana] did anything, Miss 
Kulood yelled at her.‖ I asked her how Hana felt about that and if she was upset. Her 
mother answered, ―No, she is not because she [Hana] knew it was her fault‖ (Hana‘s 
interview, 28 May, 2014). 
7.2.3.5 Coping Outcomes  
After Hana identified what options she had to deal with the maths teacher‘s 
(mistreatment) disciplinary practices in class, she tried to apply these strategies, but 
she could not cope due to the previously mentioned factors that stopped her and she 
gave up. When I asked her, what you did you do about Miss Kulood shouting at you? 
Hana replied, ―I did not do anything because she is my teacher. I cannot do anything 
about her.‖ I asked her, why do you think that? She answered, ―I cannot do anything 
to her [the volume of her voice rising]. Should I hit her, for example [taunt 
laughing]?‖ (Hana, interview 3b, 13 May, 2014). Hana here showed she has no other 
available options to deal with Miss Kulood shouting at her. She stated that she could 
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not deal with this stressful situation, as she felt powerless and has no authority, 
which was clear when she said, ―She is my teacher,‖ and then, ―Should I hit her?‖  
Although Hana talked to her mother about how the maths teacher was 
treating her, she decided to stop telling her mother about what happened at school 
anymore. For example, Hana was somewhat worried about her grade on a spelling 
test because she failed to do well. I asked her what would happen if she got a 2 
[66%] and not a 1[100%] in spelling, as she did not like to get 2s. She replied, ―I will 
show my mum,‖ and then she continued, ―I will show her the report. That is okay, 
but I will not tell her about the things that happen to me at school‖ (Hana, interview 
3b, 13 May, 2014). 
After Hana failed in her attempt to use her two available options, Hana 
entered into a waiting stage in which she still experienced stress but could not do 
anything about it. Next, Hana adopted another strategy to manage the stress. She 
tried to avoid the teacher‘s anger by not talking to her peers in maths class, and 
bringing all her class materials with her: 
I do not talk in her class [maths class]. When she [Miss Kulood] writes on the 
board, I put my hand up to answer the teacher‘s questions and I bring all the 
stuff I need for maths class with me. (Hana, interview 3b, 13 May, 2014)  
She had stopped the behaviour that made her teacher angry with her. She stated, ―I 
avoid bringing gum to school.‖ Although Hana appeared to be a girl with some 
behavioural issues that led her maths teacher to shout at her, she tried to control her 
impulsive behaviour during maths classes as that seemed to be the only option for 
her to cope with her teacher‘s mistreatment. I observed her in maths class confirming 
that Hana behaves herself as a strategy to avoid her teacher‘s mistreatment. She had 
good control of herself during the class, and she tried not to talk, paid attention to the 
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lesson, and interacted with her teacher (Researcher, Hana‘s maths class observation, 
7 May, 2014). 
7.2.3.6 Emotional Outcomes 
Hana does not feel comfortable in the maths class and she stated that she wished she 
did not have this teacher. She repeated this wish several times during the interview. 
Hana does not like Miss Kulood‘s disciplinary practices in class, such as yelling and 
knocking on the table. Because Hana cannot do anything, she gave up. She added, ―I 
want to cry but [stuttering] m-m-m ... I think she is impolite, and I wish I could 
report that, but I cannot‖ (Hana, interview 1, 20 April, 2014)  
Hana expressed her negative feelings of hate regarding Miss Kulood when I 
asked her, what do you not like about school? Hana replied, ―I do not like Miss 
Kulood being here [at her school]‖ (Hana, interview 1, 20 April, 2014). Hana 
repeated this again in her second interview, in which she said, ―I do not like maths 
because of the teacher [Miss Kulood]‖ (Hana, interview 2, 27 April, 2014). Early in 
the first interview, when Hana was asked to talk about the maths class, she said, ―It is 
not good because the teacher swears. I now do not like maths. I mean, I like 
everything except maths‖ (Hana, interview 1, 20 April, 2014). 
The previous paragraph discussed how Hana felt regarding her maths teacher 
shouting at her. Hana failed to overcome this stressful situation with her available 
coping options due to her lacks the capability of commenting on issues affecting her 
in classrooms. However, she had tried to control this situation by behaving well; and 
thus by conforming she was able to avoid the teacher shouting at her. Hana remained 
in this stage while waiting for the stressful situation to end. 
In addition, she has negative feelings about the maths teacher and associates 
these emotions with the subject itself. During the third interview, I showed Hana five 
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pictures: a school; a teacher; a classroom with girls; an Arabic language book; and a 
maths book. I asked her to select the one item that produces the most stress for her, in 
order to talk about it more and give her a chance to express her feelings. While I was 
asking her to do this, she saw the picture of the maths book. She covered her eyes 
with her hands and said, ―I don‘t want to see it.‖ She repeated again, ―I do not like to 
see maths.‖ I asked her why. She said, ―I do not like it,‖ and then I asked her again 
why she did not like it. She replied, 
Because of the teacher [Miss Kulood], only because of the teacher, but it is 
possible that if another teacher teaches this [subject] I would like it. I like the 
maths book and the subject, and I still like maths, but [not] the teacher. I do not 
like touchy teachers because they get nervous about everything. (Hana, 
interview 3b, 13 May, 2014) 
In conclusion, Hana could appraise her school-related stress, which was her 
maths teacher‘s mistreatment of her and some other students. In addition, she 
immediately pointed out the available options she had to deal with her stress and 
quickly applied one of these options, which was communication with her mother to 
support her and talk with the school principal. Hana‘s mother‘s lack of support when 
she warned Hana not to get in trouble by reporting Miss Kulood‘s mistreatment held 
Hana back in coping with this stress. Hana was trying to apply another strategy and 
behave well during the maths class to avoid mistreatment. Hana still expressed her 
negative feelings toward her maths teacher. The previous section analysed the case of 
semi-adaptive coping process ending with non-adoptive coping. The following 
section will report the non-adaptive coping process that Faten adopted to deal with 
stress resulting from her Arabic teacher‘s reluctance to have Faten in her class.  
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 Non-adaptive coping process  7.2.4
This section will report non-adaptive coping process strategies and how the 
participant girls with learning disabilities coped with school-related stress. Faten‘s 
story of her classroom teacher on the first day of schooling, and how she responded 
to her teacher‘s refusal to have her in the classroom, is analysed using Lazarus and 
Folkman‘s (1984) model of coping.  
7.2.4.1 Event 
When Faten arrived at her current school she was referred to Miss Samar‘s class, 
because it had fewer students identified with learning disabilities compared with the 
other grade-3 classes as reported by the office administrator. However, and as 
reported to the researcher by Faten, her mother and one of the office administrators 
in the school, the classroom teacher [Miss Samar] resisted Faten‘s placement in her 
class because of her learning disabilities. The following incident occurred at the 
school, Faten, her mother, and an office administrator all walked together to Miss 
Samar‘s classroom. After the office lady had introduced Faten and her mother to 
Miss Samar, the teacher said, ―I do not want her [Faten] in my class. I cannot have 
any more students with learning disabilities in my class‖ (Conversation with the 
office administrator). All of this happened in front of Faten, who became very upset, 
as reported by the office administrator. A long discussion followed. Faten and her 
mother would later mention the same story during their interviews. In the end, Faten 
stayed in Miss Samar‘s class because it included fewer students with learning 
disabilities than other classes. 
7.2.4.2 Appraisal  
Faten evaluated this situation as stressful because she felt that she was not wanted in 
the class. Faten said:  
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When I put my hand up to read and the teacher does not let me read, I get 
stressed out [I got tense/شذٛذا]. I mean, I do not like it. Does that mean that the 
teacher is being spiteful towards me by not letting me read? And, from the 
beginning of the year, Miss Samar has not liked having me in her class... I feel 
that she does not want me to be in her class. She told my mum and Miss Bdour 
[the woman in the office] to put me in another class. (Faten, interview 2, 1 May, 
2014)  
This quote shows that Faten felt rejected and then ignored in class. At first, she 
talked about Miss Samar ignoring her during the class and how she felt about that. 
Then, she linked that with the incident discussed earlier. She described what she 
experienced when Miss Samar expressed that she did not want her in her class. Faten 
also assessed this event to be relevant and stressful when she said, ―I get stressed 
out.‖ 
Faten talked about this situation several times in the interview sessions. She 
said, ―I do not like Miss Samar. I am afraid of her because she did not want me in her 
class, and she is strict with me.‖ Faten added, ―she did not give me a chance to 
memorise my task before asking me [to answer] again. She gave the other girls who 
also have learning disabilities two chances to correct their mistakes.‖ In addition, 
Faten felt that Miss Samar was ignoring her in class. Faten said, ―I do not like Miss 
Samar when she ignores me when I raise my hand to read or to answer a question. 
This happens even if I am the only one who wants to read.‖ Sometimes Faten can be 
confident about her answer or can read the text well. When she wants to show Miss 
Samar that she can do well, Faten puts up her hand to read, but Miss Samar does not 
let her do so. Faten said, ―Sometimes, when I feel that I can read the text, I raise my 
hand to read, but Miss Samar does not let me, and when I cannot read she chooses 
me to read.‖ 
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It is important to discuss Miss Samar‘s perspective towards Faten to gain a 
clear understanding of her attitude towards the student. Miss Samar, in an unrecorded 
conversation, cited that Faten always had difficulties memorising a new task. In 
addition, she believed that Faten was a poor student who found reading difficult. She 
was not really interested in having Faten in her class. Unfortunately, I could not 
interview Miss Samar. Although she originally agreed to be interviewed, she later 
refused. I gained her perspective towards Faten during interactions with her while I 
was calling Faten out for the interview.  
Faten has been ignored by her literacy teacher Miss Samar, who is also her 
homeroom teacher. Faten said: 
There are other girls who have learning disabilities—it is not only me. But I feel 
angry [شٙمٔأ] because Miss Samar gives the other two girls other chances to read 
again if they do not read well. But she does not give me the [same] chance when 
I can only read half of the text because I have only memorised that part. Miss 
Samar wants me to read it all without any mistakes. For the other girls, she gives 
them chances to practise in class and two chances to memorise the text, but she 
holds me back at the end, so I do not get a chance to read again if I need to. I do 
not like the way she treats me. She leaves me to the end, and when I come to her 
and say that I am ready, she ignores me. For the other two girls with learning 
disabilities, Miss Samar lets them do their reading again even if they stay to the 
end but not me. (Faten, interview 2, 1 May, 2014)  
I also asked Faten about how her literacy teacher supports her in dealing with her 
reading disabilities. Faten said:  
Sometimes, she does not give us time to spell and read the word and just marks 
it as a mistake...That‘s why I am scared of Miss Samar... I feel scared of her 
because she is testy with me. (Faten, interview 2, 1 May, 2014) 
Faten described other instances of being ignored by Miss Samar during Quran class. 
For example, Faten said: 
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When I memorise [the Quran Surah] well, I raise my hand to read. She [Miss 
Samar] knows that if I do [well], I will put my hand up, but she does not pick 
me. She picks other girls, even if I am the only one who raises their hand. One 
day, only Hebah [one of Faten‘s close friends] and I raised our hands to read, but 
she did not pick me. She picked the other girl. (Faten, interview 2, 1 May, 2014) 
I asked Faten about the third observation from Quran class. I watched and listened to 
Faten read the Quranic verses ‗Ayat‘ better than the other texts. I wanted to know 
whether Faten feels happy when Miss Samar encourages her verbally. I asked her 
about what Miss Samar said to her when she finished reading. Faten stated:  
She said ―Good girl!‖ But she has never said ―good girl‖ before. She usually 
says, ―Enough, sit down,‖ and she does not say whether you got a good mark. 
To the other girls she says, ―Good girls, bravo!‖ (Faten, interview 3, 6 May, 
2014) 
In reference to Miss Samar ignoring Faten in class, the following story 
addresses that issue. When I took Faten out of her class for an interview session, I 
always took her during her free time. On occasion, these free times occurred when 
one of Faten‘s teachers is absent and there is no teaching period. One day a teacher 
was absent, so I took Faten from the class for an interview after telling the office 
administrator. Then, Miss Samar decided to use that free time to review reading 
exercises with the students. When I finished the interview with Faten, I took her back 
to the class where I discovered that Miss Samar was teaching. I apologised to Miss 
Samar and I told her that I had taken Faten during free time. She responded that it 
was okay and replied, ―I did not even notice that she [Faten] was not here‖ (Informal 
conversation with Miss Samar, 6 May, 2014). This lack of awareness occurred 
despite the fact that Faten sat in the second row of her class. This story provides an 
example of how Miss Samar sometimes did not notice Faten during her literacy and 
Quran classes.  
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In reference to the second appraisal, after Faten had evaluated the event as 
stressful, she searched for coping strategies. She had limited options for coping with 
this situation. For example, one option was to change Miss Samar‘s perspective of 
her during the class. However, that presented a challenge for Faten, due to her 
learning disabilities, which is why Miss Samar rejected her. She could not change 
Miss Samar‘s perspective because her reading disabilities were not a temporary 
condition that she could easily overcome. Faten was trying to express her concern 
about her studies to Miss Samar, an issue that will be discussed in the upcoming 
section about coping. The other coping option was to deal with the emotions that she 
experienced by talking with her mother, such as about how Miss Samar was ignoring 
her. These coping strategies will be discussed in the following section.  
7.2.4.3 Coping 
Faten was trying to cope with being rejected by Miss Samar. She spoke with her 
mother about Miss Samar‘s attitude towards her and wanted to understand why she 
was acting that way. Faten‘s mother said, ―Sometimes when Miss Samar is 
displeased with Faten, she shouts at her. Faten told me this. This semester, Miss 
Samar shouted at Faten possibly because Faten could not memorise a task‖ (Faten‘s 
Mother‘s interview, 22 May, 2014). I asked Faten‘s mother what happened when 
Faten came to her and told her about what Miss Samar had done to her in class. 
Faten‘s mother said, ―She [Faten] got upset, and that is it‖. She said, she told her 
―That is okay. You only have a short time, and then you will go to grade 4, god 
willing. Just study hard to move on to grade 4 and the teacher will be better, god 
willing.‖ She added, ―However, Miss Samar was a good teacher. She teaches well, 
but I do not know why she did that in the beginning [refused to accept Faten in her 
class].‖  
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Faten attempted to gain acceptance from her teacher Miss Samar. She did her 
homework, completed any tasks that Miss Samar gave her, and practised reading the 
Quran in class by asking for help from her classmates. Although Faten‘s low reading 
level became apparent during reading classes, she tries to complete the tasks that she 
can do, such as copying down the answers in her notebook (Researcher, Faten‘s 
reading class observation, 1 May, 2014). Based on my observation of Faten in Quran 
class, she demonstrated a willingness to memorise a section of the Quran with her 
peers and the ability to pay attention to her teacher (Researcher, Faten‘s Quran class 
observation, 6 May, 2014). In addition, she showed respect to Miss Samar. Faten 
said, ―Miss Samar‘s little daughter came with her to the class, and I said to her. Your 
daughter is beautiful to make her feel happy‖. Faten was trying to pay a compliment 
to Miss Samar. 
7.2.4.4 Coping outcomes  
To deal with her teacher‘s negative attitudes towards her as a student with a learning 
disability, including being rejected, ignored, and sometimes orally abused, Faten 
tried to apply coping strategies by talking to her mother and trying to understand why 
Miss Samar mistreated her, as mentioned by Faten‘s mother (see Section, 7.2.43). 
Also, as observing Faten in reading and Quran class showed her earnest attempt to 
complete her tasks. However, she could not adapt to this stress for the following two 
reasons.  
First, Faten could not overcome her teacher not accepting her due to of her 
learning disabilities, which was why she was felt rejected, as an interview with 
Faten‘s mother confirmed. Faten‘s mother said: 
Miss Samar stayed for the whole month and did not like having Faten in her 
class. Then, she [Miss Samar] accepted Faten. Then Faten could memorise the 
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tasks and I asked Miss Samar how she could see Faten‘s progress, but she 
responded back [with a question], ‗How would you see it?‘ I told her that Faten 
started memorising [tasks]. Then she [Miss Samar] said, ‗Okay. Go and tell the 
school office that you would like to categorise Faten as a normal student.‘ I went 
and asked the resource room teacher what she thought about that [suggestion]. 
She was not in agreement, and she asked, ‗Who told you that?‘ I replied, ‗Miss 
Samar.‘ Then, the resource room teacher said ‗I will solve this.‘ After that, I 
don‘t know how Miss Samar dealt with it. (Faten‘s mother interview, 22 May 
2014)  
Faten‘s mother‘s interview provided evidence and an insightful explanation 
as to why Miss Samar rejected and mistreated Faten. Faten‘s learning disabilities 
were not a temporary issue. Some of the teachers failed to understand that. This 
made coping much harder for Faten because the issue is related to teachers‘ 
perspectives of students with learning disabilities. That conclusion is supported by 
comments in Faten‘s mother‘s interview. 
Second, although Faten was rejected once by Miss Samar at the beginning of 
the school year, Faten also was ignored during the class (see Faten interview 2, 1 
May, 2014, Section 6.2.2 page 154). There was a long period (about a month) where 
Faten was feeling rejected, as mentioned twice by her mother during the interview. In 
addition, Faten had limited options for coping, which in turn led her to apply non- 
adaptive coping strategies like ignoring Miss Samar. Faten ignored Miss Samar‘s 
comments and threats by ignoring her when she made negative comments. Faten 
said, ―I started to avoid looking at her, for example, when she sometimes swore at 
me. I did not look at her, and I began to think about anything else besides her‖ 
(Faten, interview 3, 6 May, 2014).  
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7.2.4.5 Emotional outcome 
Faten felt unequal and marginalised compared with her peers who do not have 
learning disabilities and even to the other two girls with learning disabilities in the 
class. Faten was the extra burden for Miss Samar as she does not like to have more 
students with learning disabilities (see Section 7.2.4.1). After Miss Samar refusing 
and ignoring her in class, Faten said, ―There are girls who like Miss Samar. As for 
me, I feel scared of her because sometimes she is sulky with me.‖ Faten claimed that 
while the other girls liked Miss Samar, she did not. She added, ―Sometimes when the 
teacher [Miss Samar] came over I feel scared [changing expression]. I did not feel 
scared but I felt like vomiting. I mean, I felt that there was someone in my head 
telling me, don‘t answer; don‘t do anything.‖ Faten added that ―When she [Miss 
Samar] gave me only one chance to read and gave other girls two chances, I felt 
disappointed.‖ She added, ―I felt that she did not want me…if the teacher did not 
want me, then I wanted to go to another school‖. Faten continued,  
I feel I, I… [Repeating] I mean, I did not choose this class [Miss Samar‘s class]. 
When she said no [when she rejected her], I felt like I wanted to go to another 
school. In the previous school, they were treating me like they did not want me 
in the school… No one wanted me in the school. (Faten, interview 2, 1 May, 
2014) 
In addition, Faten explained some more emotional outcome by saying: 
I feel there is something in my brain telling me and making me to not want to 
put any information in my brain. I am not lazy. I don‘t know what this thing is 
that won‘t let me read or write. I like to read. I like to write, and I like 
everything, but I do not know what this thing is that stops me. Even at home, 
when I write, I get headaches, and, in class, when the teacher asks us to write, I 
get a headache...After I write a line, then my head hurts me, and I cannot write 
and cannot pay attention to the lesson in the class... I wish I could memorise 
more and I will try. (Faten, interview 2, 1 May, 2014) 
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7.3 Conclusion  
In conclusion, this chapter has reported the findings related to research question two, 
how the primary school girls with learning disabilities in Saudi Arabia cope with the 
school-related stresses. Some of these girls coped adaptively and other girls were less 
adaptive in coping with their school-related stress. A significant finding of this study 
is that the coping model of Lazarus and Folkman (1984) effectively explained how 
the selected Saudi Arabian girls with learning disabilities coped with school stress. 
The model was further developed to explain how the participants responded to 
school-related stress by proposing three different directions of coping processes, 
namely: (1) adaptive coping process, for example, Sarah‘s coping strategies with her 
limitations in writing; (2a) semi-adaptive coping process ending with adaptive 
coping, for example, Mona‘s story in a stressful maths class environment due to her 
teacher screaming; and (2b) semi-adaptive coping process ending with non-adaptive 
coping, for example, Hana coping with her maths teacher‘s inadequate classroom 
disciplinary practices; and finally (3) non-adaptive coping process, for example, 
Faten‘s story about her classroom teacher who refused to have her in the class due to 
her learning disabilities. These results will be discussed and linked to the literature in 
the next chapter.  
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Chapter 8 Discussion 
8.1 Introduction 
The aim of the current study was to investigate the school-related stress for five 
Saudi primary school girls and how these girls responded to stress in relation to 
Lazarus and Folkman‘s (1984) coping theory. In this chapter, the findings of research 
question one, which were reported in Chapter 6, and the findings of research question 
two, reported in Chapter 7, will be discussed in relation to the relevant literature. The 
purpose of this chapter is to discuss the participants‘ stressful experiences during 
school and how they responded to their school stresses. The outline of this chapter is: 
Section 8.2 discusses research question one and focuses on academic sources of 
stress (Section 8.2.1); teachers‘ mistreatments (Section 8.2.2); and peer relationships 
(Section 8.2.3). Research question two is discussed in Section 8.3, and argues that 
the Lazarus and Folkman coping model has the capacity to explain how primary 
school girls with learning disabilities respond to school stress as discussed in Chapter 
7. This study provided evidence to support this model‘s use with primary school girls 
with learning disabilities to explain how they cope with school stress. 
8.2 Research question one 
This section discusses the first research question: What is school-related stress from 
the perspective of Saudi Arabian primary school girls with learning disabilities? 
Findings reported in Chapter 6 related to this question suggest that there are three 
main sources of school-related stresses experienced by participants. They are 
academic stress, teachers‘ mistreatments, and relationships with peers. First, 
academic stress includes stress that emerged from students‘ fear of reading in front of 
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the class due to the students‘ reading disabilities, not completing writing tasks on 
time, and making mistakes in exams and homework. Second, teacher abusive 
behaviour such as indulging in physical and verbal abusive practices as pulling hair, 
comments on the students‘ poor performance; teachers‘ poor treatment such as 
swearing, yelling, shouting, and rejecting students being in the class were significant 
contributors to stress. Finally, poor peer relationships led to conflicts, negative 
comments, rejection, and becoming involved in peers‘ problems, which generated 
stress. According to this study, while the most common areas of stress were teacher 
abusive behaviours and academic stress, teacher mistreatments also seemed to have 
the most negative impact on participants.  
There are two bodies of research that need to be considered when discussing 
school-related stress. The first set of studies found that academic stress is the most 
common form of stress among students in high school (e.g., Conner, Pope, & 
Galloway, 2009; Feurer & Andrews, 2009) and students in primary school (e.g., 
KidsHealth, 2005; Leung, Yeung, & Wong, 2010). The second body of literature 
found that students with learning disabilities reported teacher abusive behaviour as 
the more common school stress and is one of the key issues students faced in the 
school (e.g., Bauwens & Hourcade, 1992; McEachern et al., 2008; Piekarska, 2000). 
The results of this study are consistent with these reports. In the following section, 
findings of this study will be discussed and compared with the current literature. 
  Academic sources of stresses  8.2.1
Before discussing the source of academic stress for the study participants, it is 
important to remind the reader of the concept of losing face, which was discussed in 
section 3.3.2. In the current study four of the five participating girls experienced 
academic stress related to their performances in reading, writing, and making 
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mistakes in exams and homework. This stress related to the fear of losing face when 
showing low academic performance. As Conner, Pope, and Galloway (2009) found, 
70% of students‘ stress related to school work and 56% related to test worries, 
grades, and peer acceptance. Similarly, KidsHealth (2005) found that 36% of 
students experience academic stress. Additionally, Leung, Yeung, and Wong (2010) 
found that students were stressed as a result of fear of academic failure due to 
parental demands. The results of this study support these findings. Indeed, one of the 
student participants in my study, Rim, experienced fear of academic failure due to 
her father‘s demands. Rim‘s father was displeased with her report grades in maths in 
school. Rim said, ―when I got 28 in maths, dad was disappointed and blamed me for 
that, he said, ‗you are excellent why your achievement changed‘‖ (Rim, interview 4, 
21 May, 2014). Also, Faten experienced family disappointment when she did not get 
a higher grade than a 2 in literacy. Faten said, ―…My mum rebuked me, dad rebuked 
me, my eldest brother rebuked me, and my eldest sister who is in America rebuked 
me; they said we taught you and you failed‖. This suggests that parents and families 
are potential factors in creating academic stress for children, especially those with 
learning disabilities, due to their learning problems. Parents‘ demands and influence 
on their children is a common factor in the culture of some Saudi families. Some 
fathers may not understand and accept their children‘s low achievements or failures 
in school, thus putting more pressure on their children to perform better. Such fathers 
apply this pressure because they want to avoid their relatives, or the surrounding 
community, to judge them as delinquent parents. For example, some families 
pressure their children to achieve high grades in school. Also, some parents compare 
their child‘s achievements with their child‘s peers in the extended family and, in such 
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a comparative environment, some parents have high expectation of their children‘s 
performance and achievement. Thus it is not surprising that parents‘ demands are 
related to the academic stress for one girl in this study. However, further qualitative 
studies are needed to examine the relationship between parents‘ demands and their 
children‘s academic stress.  
  Teachers‘ mistreatments 8.2.2
A range of studies have discussed the different forms of mistreatments exhibited by 
teachers, whose behaviours are reportedly sources of stress for students (e.g., 
Bauwens & Hourcade, 1992; McEachern et al., 2008; Piekarska, 2000). Consistent 
with this literature are the results of the current study which indicate that there are 
three types of teachers‘ mistreatment displayed by teachers towards the participating 
students; teacher rejection, verbal abuse, and physical abuse. These behaviours 
constrain the formation of good relationships between teachers and students which is 
essential to establishing a safe and harmonious learning environment (e.g., Deci & 
Ryan, 2002). 
Firstly, the concept of rejection appeared to be significant for one of the 
participants, due to her teacher‘s negative attitude toward her as a student with 
learning disabilities. For example, Faten was ignored by the classroom teacher during 
the class and this teacher objected to having Faten in her class because Faten was 
categorised as a student with learning disabilities. It appeared evident that the 
teacher‘s attitude towards students with learning disability is associated with 
rejecting students with learning disabilities in the classroom. This study finding 
supported what de Boer et al. (2011) had found that specified students with learning 
disabilities were often rejected by their teachers. Consequence of the teachers‘ 
negative attitudes toward students with learning disabilities, as discussed in section 
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3.3.3. In summary, it is clear that there is an association between the stress students 
experienced because of teachers‘ mistreatment and their attitude toward students 
with learning disabilities; and this related to the teachers‘ lack of knowledge and 
training about learning disabilities (de Boer et al. 2011). Similar to the finding in this 
study, one girl was rejected and mistreated by her classroom teacher because the girl 
was identified with learning disabilities in reading.  
A concept that McEachern et al. (2008) do not include in their seven 
categories
9
 of teacher behaviour in the educational environment is teacher rejection 
of students. My study, therefore, highlights another category of teacher abusive 
behaviour, namely refusing and excluding students with learning disabilities in the 
mainstream classroom. This study found that teachers‘ rejection of students as a form 
of abusive behaviour has a negative impact on students‘ academic performance. 
Similarly, McEachern et al. (2008) and Hyman and Snook (1999) argued that 
abusive classroom teachers impact negatively on students‘ academic performance, 
progress, attention, motivation in completing tasks, thinking process, and level of 
achievement. The impact of a teacher‘s abusive behaviour was evident in Faten‘s 
case, as reported in section 7.2.4.5. Faten was describing how she could not process 
information and focus during the class, and how she wished that she could read and 
write well in the class. As reported in Chapter 6, Faten‘s classroom teacher refused to 
have her in the class, which was verbalised in front of Faten on her first day at 
school. Consequently, Faten felt unwanted in the class, which was further 
compounded by how her teacher continually ignored Faten, resulting in a loss of 
motivation to put any effort towards following the lesson.  
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Faten‘s teacher‘s negative attitude toward her as a student with learning 
disabilities appeared to influence Faten‘s wellbeing and learning process. This 
suggests that it is essential to prepare mainstream classroom teachers in teaching 
students with learning disabilities before including these students in the mainstream 
classroom. Teachers need to be more aware of the characteristics of learning 
disabilities and the impact on social and academic success in the classroom. An 
implication of this study is that it is significant to investigate factors that influence 
teachers‘ treatment and dealings with students with learning disabilities in order to 
develop harmonious relationships between teacher and student.  
The literature suggests at least two factors persuade teachers to mistreat 
students with learning disabilities in the classroom. First, teachers are concerned with 
having slower students in their class as their teaching performance is evaluated based 
on their students‘ academic achievement (McEachern et al., 2008). Second, teachers 
may lack confidence or competence in helping students with learning disabilities. As 
there is a lack of professional development of mainstream classroom teachers in 
teaching and including students with learning disabilities (Kirk, Gallagher, & 
Anastasiow, 2000). Similarly, de Boer et al. (2011) argued that teachers‘ training 
impacted teachers‘ attitudes toward inclusive education. They found that teachers 
with appropriate training in special education had more positive attitudes about 
teaching students with special needs including those with learning disabilities 
compared to a teacher with a lack of training. 
In my earlier work (Alqahtani, 2011), I found there were factors that 
impacted mainstream classroom teachers‘ willingness in including girls with learning 
disabilities in mainstream classrooms in some Saudi primary schools. These factors 
were: teachers‘ preparation to cater to students with learning disabilities; teachers‘ 
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workload; teachers‘ professional development; and the number of students with 
learning disabilities in the classroom. These same issues could also be relevant for 
the teachers in this study because both studies were conducted by the current 
researcher and in the same context of Saudi Arabia. Also, the same educational 
system and policies influenced the schools in the current study and the earlier study. 
In addition, classroom teachers in Saudi Arabia have a lack of access to professional 
development, and lack knowledge of learning disabilities and the learning 
characteristics of students with learning disabilities. For example, some classroom 
teachers believe that, when a student with reading disabilities is supported in the 
resources room for several weeks, the student‘s reading difficulties will be cured. As 
a result, these teachers get frustrated and disappointed when the student‘s reading 
struggles return. This would be even more stressful when the teachers lacked the 
necessary teaching strategies or when the teachers had more than one student with 
learning disabilities, as well as a large number of other students in the class and a 
significant workload.  
Consequently stressful situations occurred which frustrated teachers, who then 
tend to abuse students so as to cope with their own stress in dealing with students 
with learning disabilities. Ignoring them in class or refusing to have these students in 
their class is one strategy that seems apparent. These behaviours suggest the 
importance of helping the teacher to cope effectively with everyday teaching stress 
and dealing with students with learning disabilities, which would limit their 
mistreatment toward theses students. This study provided some implications to 
improve the practice of successfully including students with learning disabilities in 
the classroom, while limiting the teachers‘ frustration; and these implications will be 
further discussed in the conclusion chapter. Also, more in-depth qualitative studies 
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are needed to investigate the relationships between teacher stresses and their school 
stress, and how to help teachers and students to be more resilient in an academic 
environment. 
The second type of teachers‘ mistreatment verbal abuse was evident: namely 
comments and threats from teachers were also experienced by girls in this study. For 
example, ―You did not study, and your mother doesn‘t want you to pass. I will give 
you a 4
10…‖ is a threatening statement said to one of the girls in this study (see 
Section 6.2.2). Another form of verbal abuse was shouting and screaming by 
teachers, as reported in section 6.2.2 on page 153, Mona described her negative 
attitudes to her maths teacher, which she attributed to the stress experienced by the 
teacher shouting at her. While Mona likes maths, she did not like to be in the maths 
class due to the maths teacher‘s relationship with the students. The experience had a 
high impact on Mona in that she wanted to finish school or dropout early from 
school. Establishing a safe and enjoyable environment has been argued to be an 
important contributor to students‘ sense of security (McEachern et al., 2008) they 
cited: 
Young children leave the security of their homes to enter the unknown elements 
of schools, and teachers can either reinforce these children‘s sense of safety in 
the schools or contribute to their feelings of insecurity. Teacher approval is very 
important for students, and a teacher‘s behaviour can affect students‘ attitudes 
toward school. (p. 5) 
While McEachern et al. (2008) are referring here to the educational environment 
safety of children in general, as this study has revealed, children‘s security and their 
sense of safety within schools is particularly pertinent for girls with learning 
disabilities. 
                                                 
10
 4 refers to failing grade. 
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Although some teacher behaviours that stressed students varied in this study, 
the findings are consistent with the literature. For example, Piekarska‘s (2000) study 
showed that ―teachers‘ abusive behaviours‖ were the most frequent stressors. In 
addition, Bauwens and Hourcade (1992) argued that teacher mistreatment including 
screaming at students was the third most common source of school stress. Similar to 
the current study finding, McEachern et al. (2008) argued that, ―emotional abuse of 
students by teacher‖ such as screaming and threatening students impacted negatively 
on the classroom environment. For example, Faten‘s negative emotions were a result 
of the rejection she experienced from her teacher (see Section 7.2.4.5). While 
research has explored teachers‘ abusive behaviours as sources of stress for students 
(e.g., Bauwens & Hourcade, 1992; McEachern et al., 2008; Piekarska, 2000), there 
was no research that has been done in the Saudi Arabian context. Therefore, more 
qualitative research is needed to investigate to what extent teachers‘ mistreatment of 
children with learning disabilities would impact on primary school students‘ 
willingness to complete their education. In summary, the current study‘s findings 
suggested that Saudi primary school girls with learning disabilities in this study 
experienced teacher abusive behaviour, consistent with other students with learning 
disabilities elsewhere. 
The third type of teacher mistreatment was physical abuse. The findings from 
the data reveal that teachers hit the children and pulled their hair (see Section 6.2.2). 
The combination of hitting children, pulling their hair, and other abusive behaviour 
such as swearing or shouting creates a threatening situation during the class. As Hana 
said: 
I like it when I have teachers who do not hit students. Some of them hit us, like 
Miss Kulood, who teaches math, hits, shouts and- reviles me and some girls and 
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pulls hair and takes us to the rubbish bin to throw away gum without any 
warning, and pulls our hair, takes us to the rubbish bin. (Hana, interview 1, 20 
April 2014) 
These abusive behaviours by Hana‘s teacher are a form of discipline to manage 
students‘ behaviour in class. In the earlier quote, Hana explained her teacher had 
abused her by pulling her hair when Hana chewed gum in class. Similar to this 
finding, McEachern et al. (2008) argued that, while the physical abuse among 
students is not a legal practice and would create more trouble for the teacher; many 
teachers in some countries use physical punishment in classrooms to discipline 
students for misbehaviour. 
In summary, it appears that there are four factors that explain why students 
with learning disabilities experience teacher-related stress. These factors are: the 
students‘ learning disability characteristics; teachers‘ negative attitudes to those with 
learning disability; teachers‘ mistreatments; and negative teacher-student 
relationships. First of all, students with learning disabilities have specific learning 
disability characteristics, such as dyslexia, poor handwriting, and behavioural 
characteristics, such as acting hasty or impulsive similar to some girls in this study. 
When classroom teachers fail to support a student‘s serious reading disabilities, or 
when a teacher cannot handle a student‘s hasty and negative behaviours, the teacher 
starts to develop a negative attitude toward teaching such a student (see Section 
6.2.2). These negative attitudes can lead to abusive behaviours toward the student 
that create a negative teacher-student relationship. Then, a student‘s stress, due to 
bad treatment from a teacher and the resulting negative relationship, will impact the 
student‘s well-being. Faten‘s experience of her classroom teacher‘s negative attitude 
toward Faten and mistreatment of her through refusal to accept her into the class was 
stressful. This teacher behaviour made Faten feel upset, unequal to others, scared, 
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feeling physically sick, disappointed, and inattentive during the class time (see 
Section 7.2.4.5). 
There are some studies that emphasise the significance of positive teacher-
student relationships on students‘ mental health and the avoidance of depression in 
the future (e.g., Baker, 1999; Klem & Connell, 2004; Wang, Brinkworth, & Eccles, 
2013). It has been discussed that a combination of a supportive relationship with a 
teacher and a positive classroom environment can give satisfaction to children in 
primary school (Baker, 1999). Also, Wang et al. (2013) argued that positive and 
supportive teacher-student relationships at the primary school level can decrease the 
risk of depression in the future. In addition, they claim that good teacher-student 
relationships have a positive impact on students‘ social and emotional growth. 
Likewise, Klem and Connell (2004) found that there were associations between 
supportive relationships with teachers and students‘ school engagement. However, 
when there was an absence of supportive and positive teacher relationships, students‘ 
social, emotional, and mental health are affected negatively, especially those with 
learning disabilities (Elksnin & Elksnin, 2004). Similarly, this study found that 
Sarah, one of the participants, had a caring and supportive relationship with her 
classroom teacher and was able to control her academic stress to become satisfied 
with school. On the other hand, Faten, who had an unsupportive teacher relationship, 
was not able to cope adaptively with her school stress and was not satisfied with 
school. These two experiences of coping, as well as those of the other participants, 
will be discussed later in this chapter.  
 Peer relationships 8.2.3
Stress related to peers‘ relationships has a significant negative impact on school 
students‘ wellbeing. Murberg and Bru (2004) found that stressful relationships with 
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peer are likely to be correlated with psychological problems. Four types of stress 
associated with peers relationships were found from this study. They are: peer 
rejection, peers‘ comments, conflict with peers and involvement in peers‘ problems. 
The first two stressors were the more stressful for the participants in this study. First, 
Rim and Hana were rejected by their peers. As an example discussed in section 6.2.3 
in Chapter five, Hana was ignored by her peers during class activities, and she was 
even isolated when she tried to interact with them outside class. However, she 
seemed to like school and kept trying to interact with others even for short periods. A 
possible reason that emerged from the data explaining why Hana could manage this 
stressful situation related to her personality. Hana‘s personality affected the way she 
evaluated and handled stressful events. In support of this assumption, DeLongis and 
Holtzman (2005) argued that the individual‘s personality impacts on coping and 
managing stressful events. For example, in their study they found that individuals 
with a high level of neuroticism tended to use an emotional way of handling stress, 
such as crying or blaming others. In contrast, individuals with a high level of 
extraversion are more adaptive in coping with stress, applying different ways of 
coping and usually tending to take greater responsibility.  
In relation to the other issue that emerged, namely comments made by peers 
also contribute to students‘ stress, Wenz-Gross and Siperstein (1998) found that 
students with disabilities had higher levels of stress related to interaction with peers 
than those without disabilities. For example, Faten experienced negative comments 
from peers. Also, her peers labelled her with autism (see Section 6.2.3). It is not 
surprising that some girls in this study experienced negative peer comments, since 
these girls‘ learning disabilities were obvious to their peers, due to being pulled out 
to the resources room. In support, La Greca and Stone (1990) compared students 
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with reading disabilities to their peers with low reading achievement, who were not 
pulled out from the class, of being accepted by other students. They found that 
students with reading disabilities who were pulled out of class were less accepted 
than their peers with low reading achievement who remained in class. This would 
suggest removing students with learning disabilities from class may contribute to 
stress-related peer relationships and interactions for those with learning disabilities. 
Similar to what happened in the resource room program in the Saudi schools, 
students with learning disabilities were withdrawn from the mainstream classroom, 
which made their learning disabilities more noticeable to their peers, resulting in 
them making negative comments and rejecting the students with learning disabilities. 
This study provided an example of Faten‘s stress with her peers‘ comments (See 
Section 6.2.3).  
8.3 Research question two  
This section summarises the findings of the second research question: How do 
primary school girls with learning disabilities in Saudi Arabia cope with school-
related stresses? The coping model of Lazarus and Folkman (1984) was useful to 
describe how Saudi primary school girls with learning disabilities coped with school-
related stress. This finding supported Mitrousi, Travlos, Koukia, and Zyga‘s (2013) 
argument that, when comparing Lazarus and Folkman‘s theory of coping, the 
psychoanalytic approach and the characteristics approach, the Lazarus and Folkman 
coping model was the most useful to describe the coping process for children and 
adolescents, due to the capability of this model in explaining the complex coping 
process and also the form of coping strategies whether problem focused or emotional 
focus (Mitrousi et al., 2013). 
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Although the Lazarus and Folkman model possessed some explanatory power 
in how students appraised and dealt with stress, there have been critics by Överlien 
and Hydѐn (2009), as discussed in Chapter 3 Section 3.6.4, However, this study has 
found that the Lazarus and Folkman theory is useful in explaining how girls in Saudi 
Arabia respond to school-related stress and would thus appear to contradict the 
criticism. 
In this study, girls with learning disabilities aged between 8 and 11-years old 
responded with school stress through three different directions of coping processes. 
They are adaptive coping process, semi-non-adaptive coping process ending with 
adaptive coping, semi-adaptive coping process ending with non-adaptive coping, and 
non-adaptive coping process. The following four sections will summarise how the 
Lazarus and Folkman (1984) coping model was used to describe the coping 
processes of the participants. 
 Adaptive coping process 8.3.1
Sarah was one of the participating girls in this study. She noted her writing 
limitations. I analysed and categorised Sarah‘s stressful experience with writing over 
the five coping processes of event, appraisal, coping, coping outcome, and emotional 
outcome in Lazarus and Folkman (1984) coping model. Sarah evaluated this event 
[her writing limitation] as frustrating and difficult because she had to copy long tasks 
in class. She was slow in writing (see Section 7.2.1.2), which was the primary 
appraisal. The secondary appraisal was about the available options for Sarah to deal 
with her writing stress. These options involved pushing herself to complete her 
writing tasks, and even completing writing tasks one day before the teacher asked, in 
order to avoid feeling frustrated during the class. For example, Sarah said, ―I always 
do my writing at home one day before the teacher asks us to do it in class‖. After 
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Sarah created her own coping strategies to deal with writing stress, she applied these 
strategies and was satisfied with the outcome (see Section 7.2.1.4). 
  Semi-non-adaptive coping process ends with adaptive coping 8.3.2
Mona appraised the stressful situation she was experiencing during maths class due 
to the teacher‘s shouting and yelling behaviours. Mona appraised her teacher‘s 
behaviour and this situation as stressful, as reported in Section 7.2.2.2. The 
secondary appraisal, which involved looking for the available options to cope with 
her stress during maths class, was missing. In other words, Mona did not seek any 
solutions for her stress, such as telling her family or the informing school and talking 
with the school counsellor. As a result, Mona applied a non-adaptive coping strategy, 
namely an emotionally focused action. Mona adopted negative attitudes towards her 
maths teacher. She said, ―I like maths as a subject, but I do not like the teacher‖. 
Mona did not like her teacher‘s way of dealing with students. Mona‘s coping 
outcome was not satisfactory, and she continued to be stressed in maths class until a 
positive factor occurred that influenced Mona‘s coping process. Miss Asma, the 
maths teacher who was stressing Mona, left school and another maths teacher began 
teaching Mona‘s class. That change was a positive event that helped Mona overcome 
her stress because the source of stress had stopped. 
 Semi-adaptive coping process ends with non-adaptive coping 8.3.3
Another example of the Lazarus and Folkman model‘s effectiveness for coping with 
stress was seen in Hana‘s response in Section 7.2.3.1. Hana described how she 
stressed out and did not enjoy her maths class due to the teacher‘s abusive practices, 
such as screaming, shouting, and pulling her hair. As discussed in section 7.2.3.2, 
Hana appraised this situation as stressful, explaining how she felt annoyed, 
uncomfortable, and unhappy during maths class. For the secondary appraisal, Hana 
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considered possible options to cope with the stressful maths class. The first available 
option was to report Miss Kulood to the school office. Hana started seeking help and 
social support, and she discussed the situation with her mother. In addition, she told 
her mother that she wanted to inform the school office. However, Hana‘s mother did 
not encourage her to report the teacher (see Hana‘s report in 7.2.3.3 page 178). Hana 
could not cope with her stress, due to the lack of social support from her mother. 
Consequently, Hana gave up. Hana said, ―… because she is my teacher. I cannot do 
anything about her.‖ Hana was not pleased in the maths class and sometimes she 
wanted to cry. 
 Non-adaptive coping process 8.3.4
Lazarus and Folkman‘s model of coping effectively explains how Faten responded to 
her teacher‘s refusal to have her in the classroom because she was characterised as a 
student with learning disabilities. Faten appraised her teacher‘s refusal as stressful, 
and she felt that she was not wanted, as reported in Section 7.2.4.2. For the second 
appraisal, she attempted to change Miss Samar‘s perspective of her by expressing her 
concerns about her studies to Miss Samar. Also, Faten tried to deal with the emotions 
of being rejected and ignored by talking with her mother about Miss Samar‘s attitude 
towards her. Faten was planning to gain acceptance from her teacher by completing 
her tasks. However, Faten could not change her teacher‘s negative attitudes towards 
her because she could not overcome the reading disabilities that were at the core of 
her teacher‘s behaviour towards her.  
There were limited coping options for Faten, which led her to use of non-
adaptive coping strategies such as ignoring Miss Samar in the class. Faten said, ―I 
started to avoid looking at her, for example, when she sometimes swore at me. I did 
not look at her, and I began to think about anything else besides her‖. In addition, 
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Faten showed some negative emotions (see Section 7.2.4.5) as a result of Miss Samar 
mistreating her, and she even felt sick being in Miss Samar‘s class. In addition, as 
presented in Section 7.2.4.5, Faten expressed how she felt isolated and rejected in her 
previous school and current school, and how she wanted to escape from this situation 
by moving to another school.  
It was clear from the previous discussion of the four directions of coping that 
the Lazarus and Folkman (1984) model of coping was of value in describing the 
coping processes of the participants in this study. In Chapter 3 the theories that 
potentially explain how people manage stress were discussed. The Lazarus and 
Folkman model was selected as the preferred framework for analysing how learning 
disabled students cope with stressful situations in school. The Lazarus and Folkman 
model was selected because it provided a detailed sequence of processes that people 
apply in the event of experiencing stress. Although the study was not designed to 
validate the theory, the findings were consistent with theory. The theory provides a 
framework to understand and monitor how individuals respond to events that stress 
young children, such as school stress. It will be valuable if the Lazarus and Folkman 
model of coping were taught to the resource room and classroom teachers as 
professional development workshops. Such workshops would explain the five stages 
of Lazarus and Folkman model
11
 that students would come through while 
experiencing stress. That would provide the teacher with a better understanding of 
the students‘ coping process and what factors would influence their coping. Then, the 
teacher would be able to support students with their academic, social, and emotional 
stress by providing these students with the available coping options.  
                                                 
11
 They are event, appraisal, coping, coping outcome, and emotional outcome.  
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In summary, the current study‘s framework, which was developed on Lazarus 
and Folkman‘s (1984) model of coping, was applied to describe the coping processes 
of the participants. Each girl‘s experiences of school stress were analysed through the 
five coping processes of the Lazarus and Folkman coping model: event, appraisal, 
coping, coping outcome, and emotional outcome. Furthermore, this model was 
simple and was able to explain participants‘ responses to school stresses, as well as 
the social and external factors that impacted the coping process. Further support for 
the Lazarus and Folkman model comes from the work of Kelso, French, and 
Fernandez (2005), who argued the model helped in examining the satisfaction of life, 
social activities, and perceptions of children. Similarly, Matthieu and Ivanoff (2006) 
emphasised the high value of the Lazarus and Folkman model (1984) in examining 
an individual‘s coping with stress and in developing interventions, particularly in the 
clinical sector. 
8.4 Conclusion 
This chapter discussed the findings and summarised how the academic stress and 
stress resulting from teachers‘ abusive behaviour were the most common areas of 
stress in this study. However, abusive behaviour exhibited by teachers appeared to 
have the most negative impact on participants. This finding supported the literature 
(e.g., Bauwens & Hourcade, 1992; McEachern at al., 2008; Piekarska, 2000) that 
discussed abusive teachers as a common issue that students face in schools, including 
in Saudi Arabia. Finally, this chapter argued that the Lazarus and Folkman coping 
model could effectively explain how primary school girls with learning disabilities 
respond to school-related stress in Saudi Arabia.  
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Chapter 9 Conclusions 
9.1  Introduction 
Students with learning disabilities tend to have mental health problems and struggle 
in building relationships (Elksnin & Elksnin, 2004). The literature suggested reasons 
why students with learning disabilities fail to build social relationships, including 
poor communication skills (e.g., Bryan, Donahue, Pearl, & Sturm, 1981), an inability 
to understand other people‘s feelings and emotions (e.g., Stone & LaGreca, 1984), 
and low self-esteem (e.g., Vogel & Forness, 1992). Furthermore, students with 
learning disabilities usually experience more social and emotional problems than 
their peers do (Elksnin & Elksnin, 2004), which can influence those with disabilities 
academically. According to La Greca and Stone (1990), these social and emotional 
problems occur as a result of academic difficulties. The causal relationships among 
these issues are complex but a key component is the sense of wellbeing and 
satisfaction they experience in school. Therefore, it was significant to investigate 
these students‘ experiences during the school day because they faced more stress in 
the school environment. For example, there is stress in being behind in completing 
tasks, such as completing writing tasks in class, or in reading aloud in class with a 
reading disability. Consequently, the aim of this study was to explore school-related 
stress for girls with learning disabilities in primary schools in Saudi Arabia and to 
examine how they cope with stress. 
This study found that the girls with learning disabilities in this study were 
similar to students in other countries who experienced stress due to academic 
disabilities (see Section 6.2.1), teachers‘ mistreatments (see Section 6.2.2), and peer 
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relationships (see Section 6.2.3). The five processes of coping in Lazarus and 
Folkman coping model (1984) event, appraisal, coping, coping outcome, and 
emotional outcome, were applied as guided themes for analysing (see Section 
4.3.5.2) through the five girls‘ stories in experience and response to school stress (see 
Chapter 7 and, e.g., Section 7.2.1). Each girl in this study responded to school-related 
stress in one of four different ways. First, by applying adaptive coping processes 
once the students successfully appraised the available options of coping strategies 
and applied these strategies (see Section 7.2.1). Second, they applied the semi non-
adaptive coping processes that ended with adaptive coping which occurred when 
they did not seem to appraise the available options successfully to generate a solution 
or when there were no options available. Some factors occurred during the coping 
process and changed the non-adaptive coping to adaptive coping (see Section 7.2.2). 
Third, the semi-adaptive coping process ended with non-adaptive coping. When the 
students appraised the available options in solving the problem successfully from the 
beginning but, for various reasons (e.g., less social support), they could not apply 
these options; hence, the students gave up applying non-adaptive coping strategies 
(see Section 7.2.3). Finally, the non-adaptive coping process occurred when the 
students failed to appraise the available options in coping with problems (see Section 
7.2.4).This chapter will summarise the key findings of this study. It will also argue 
the contributions to theory, suggest implications for practice and for future research, 
and acknowledge the limitations of the study. 
9.2 Summarising the research questions 
Two research questions that guided this study will be discussed in this section. These 
questions were: 
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1. What are school-related stresses based on the perspective of the primary 
school girls with learning disabilities in Saudi Arabia? 
2. How do the primary school girls with learning disabilities in Saudi 
Arabia cope with school-related stresses? 
The first research question will be addressed in Section 9.2.1, followed by summary 
of the second research question in 9.2.2. 
 School-related stresses 9.2.1
Because this research used a case study approach that included research in four girls‘ 
schools in only one Saudi Arabian city, the findings should not be generalised to all 
students in Saudi Arabia. Therefore, the results discussed here are applicable 
specifically to the five girls who participated in this research. This study found that 
the girls with learning disabilities in the four schools have three main areas of stress. 
These areas are related to their academic achievements, teachers‘ mistreatments, and 
peer relationships.  
Academic achievements: It is expected that students with learning disabilities 
experience academic stress due to their specific learning disabilities and their 
learning characteristics. According to Bender (2004), teachers must raise their 
awareness to help them restructure teaching activities for students who have learning 
disabilities. For example, learning disabilities may present problems in three areas of 
attention: time-on-task, which is when the student is unable to finish the class 
worksheet; difficulties in focusing attention on the most relevant task, such as 
focusing on a writing task and not on the noises coming from the schoolyard; and 
selective attention, which is when students fail to identify the important information 
and to disregard the unwanted information (Bender, 2004). Hence, Lerner and Kline 
(2006) suggested strategies for classroom teachers of students with learning 
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disabilities to help meet their students‘ needs and special characteristics. Such 
strategies include: increasing attention; improving organisational skills; and time 
management (Lerner & Kline, 2006). Regarding learning characteristics, Bender 
(2004) argued that reading disabilities are the most challenging difficulties for 
students because they impact students‘ performances in other subjects. For example, 
a student with reading disabilities tends to have difficulty completing word problems. 
Also, the memory problems students with learning disabilities have contribute to 
math disabilities, as students with memory defects may face difficulties memorising 
facts and figures. In addition, students with learning disabilities usually have multiple 
learning disabilities, including in writing expression, handwriting, spelling, and 
reading (Bender, 2004). As a result, it is not surprising when students experience 
academic stress due to their learning disabilities. 
In this study, girls were stressed academically during class because of reading 
disabilities, not completing writing tasks on time, and making mistakes in exams and 
homework. These three sources of academic stress are associated with losing face. 
Girls in this study did not like to show their low achievements and learning 
disabilities because they were embarrassed (see Section 6.2.1). The possible reasons 
they feel embarrassed and fear losing face is due to low academic performance and 
could be associated with their social and emotional problems. As a result, the girls 
with learning disabilities in this study felt they were under stress because of their low 
academic achievements, which led to even more social and emotional problems, such 
as peer comments and social isolation by peers. This finding supports research by La 
Greca and Stone (1990), who argued that low academic achievement in students with 
learning disabilities, can create more social and personal problems with peers. 
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In addition, parents‘ demands were found to be related to the stress of making 
mistakes and getting low grades in school (see Section 6.2.1). This study found that 
parents sometimes contributed to creating more academic stress for their girls. For 
example, in this study, one girl‘s father did not understand her special characteristics, 
including her learning disabilities and limitations, so he put more pressure on her to 
get higher grades in maths. Consequently, this girl was under stress not to make 
mistakes while doing her maths exams and homework, and she worried that other 
people would notice her errors. This finding confirms Leung et al.‘s (2010) results 
that, when children have low academic efficacy and they are not able to meet their 
parents‘ high expectations, parental support, including guidance on how to study, 
increases the children‘s anxiety levels. In summary, it is a feasible argument that 
academic stress for girls with learning disabilities in this study is associated with 
social and family issues. 
Teachers’ mistreatments: In regards to teacher-related stress, this study found 
that teachers were the main stressor for girls with learning disabilities. This study 
found that being  refused and marginalised by a classroom teacher was most harmful 
for students categorised with learning disabilities (see Faten‘s quotes in Section 
6.2.2; Faten‘s mother‘s quote in Section 7.2.4.4; Faten‘s first quote in Section 
7.2.4.5). In addition, in this study there can be an association between teachers‘ 
negative attitudes towards students with learning disabilities and these teachers‘ 
refusal to include them in mainstream classes. These negative attitudes toward 
students with learning disabilities are potentially affected by three factors: teachers‘ 
lack of training and preparation in how to support students with learning disabilities, 
teachers‘ heavy workload during school days, and the number of students with 
learning disabilities in each class (Alqahtani, 2011). As a result, when a teacher has a 
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class of 29 students that includes three students with reading, writing, or maths 
disabilities, this teacher is not able or prepared to cope with teaching these students 
for a minimum of five to six class periods each day, in primary school. Teachers in 
this situation will refuse to include students with learning disabilities in their 
classroom.  
In addition, this study found that some mainstream classroom teachers had 
abusive practices, such as comments about students‘ low performances and learning 
problems, swearing, yelling, shouting, and pulling hair. Teachers may view these 
abusive behaviours as discipline methods, however these behaviours caused the 
students to be stressed and they wanted to drop out early from school. Furthermore, 
teachers‘ mistreatment of the girls with learning disabilities in this study was 
frequently related to poor teacher-student relationships, which resulted from 
behaviour associated with their learning disabilities, such as when they were hasty 
and impulsive.  
Students with learning disabilities may experience teachers‘ mistreatment more 
than their peers due to their learning and behavioural characteristics. For example, 
students with learning disabilities often do not complete tasks and schoolwork on 
time. Also, the reading level of students with reading disabilities is often two levels 
below their peers‘ reading level. Consequently, these factors may frustrate the 
classroom teacher, causing the teacher to mistreat students with learning disabilities 
by stating negative comments, yelling at them, or ignoring them in the class. Some 
teachers may even refuse having students with learning disabilities in their classes.  
Placing students with learning disabilities in mainstream classrooms creates an 
extra workload for teachers, due to the additional effort and time needed for teaching 
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these students. Some teachers would have difficulty teaching students with learning 
disabilities in their class, particularly if the majority of the students are high 
achievers. This makes teaching and managing the class more challenging; and the 
teacher must spend more time with students who have learning disabilities, possibly 
making the other students feel bored and perhaps inspiring more misbehaviour that 
may further frustrate the teacher. In addition, students with learning disabilities have 
some challenging behavioural characteristics, such as hyperactivity, hastiness, and 
impulsivity that could confuse the teacher and the other students, impacting the 
success of the teaching session. As a result, misbehaviour is another reason for 
teachers to mistreat these students during class.  
Teachers may mistreat students with learning disabilities when teachers have 
lack of knowledge and awareness of the cognitive, learning, and behavioural 
characteristics of students with learning disabilities. It is assumed that teachers with 
enough knowledge of these characteristics would be less likely to mistreat these 
students and more accepting of their special needs and learning characteristics. de 
Boer et al. (2011) argued that a lack of professional development regarding 
knowledge in the area of learning disabilities impacts teachers‘ attitudes toward 
students with learning disabilities. In addition, the authors proposed that teachers 
who are deficient in their understanding of how to handle such students tend to reject 
them, compared to their peers without learning disabilities (de Boer et al., 2011). 
Bender (2004) argued that teachers require an awareness and knowledge of the 
learning characteristics of students with learning disabilities to cater to such students. 
Possessing such knowledge enables the teacher to arrange appropriate learning 
activities and significantly limits their mistreatment and negative behaviour towards 
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these students; the teachers gain an understanding that these students‘ low 
achievements and misbehaviour are beyond their control.  
Peer relationships: were the third sources of stress for girls in this study. Peer 
comments were the most specifically contributions to stressful relationships (see 
Section 6.2.3), including comments about learning disabilities, mocking, labelling, 
and name-calling, such as autistic, lazy, and crazy (see Section 6.2.3, Faten‘s 
interview 1). Not unsurprisingly, the girls with learning disabilities in this study 
heard negative comments from their peers because these girls were academically and 
socially different to their peers in mainstream classrooms. One aspect of being 
different is being withdrawn to go to the resources room, for example, for reading 
support.  
Finally, this study found that the girls with learning disabilities experienced 
peer rejection and exclusion (see Section 6.2.3). This is related to what has been 
discussed earlier in this section regarding how learning disabled students, especially 
those with attention deficit hyperactivity, lack understanding of others‘ feelings, 
which can impact on how these children with learning disabilities are accepted by 
other students. (Korkmaz, 2011). In this study one of the girls with learning 
disabilities had difficulties with her peers in social situations. 
La Greca and Stone (1990) argued that the low academic achievement of 
students with learning disabilities is a possible reason for their peers not accepting 
and rejecting these special needs students. However, they suggested that pulling 
students with learning disabilities out from class for further support appears to be 
another possible reason for these students to be less accepted and even disliked by 
their peers. The authors found that students with reading disabilities who spend some 
Chapter 9: Conclusions 223 
time out of class to receive learning support have a lower level of peer acceptance 
than the low reading achievers who did not leave the class. This issue was not 
explored in the current study. However, it is worth noting that none of the five girls 
in this study expressed that being in the resource room was a stressful event. 
However, findings indicate that withdrawing these girls with learning disabilities 
from their classroom highlighted their learning problems to their peers, and 
emphasised labels of being different and disabled. This practice resulted in negative 
comments being made about these girls‘ peers in the classroom, which then caused 
these girls to be isolated and excluded from group activities in the classroom and 
even outside in the playground.  
Additionally, it is strongly suggested that peers‘ negative comments and 
mistreatment of students with learning disabilities are associated with the classroom 
teacher‘s mistreatment of students who have learning disabilities. That was obvious 
from this study because there were two girls who were mistreated by their teachers 
and who were also experiencing significant problems in their peer relationships. 
However, the girl who was most supported by her teacher in this study also had good 
relationships with her peers, was more accepted, and was able to make friendships 
with the highest-achieving students in her class.  
In conclusion, the girls with learning disabilities in this study experienced 
school stress related to their academic performance, teachers, and peer relationships 
more than other students due to their learning and behavioural characteristics as 
students with learning disabilities. Students with learning disabilities require support 
from teachers to limit future stress and to cope with current stress. The resources 
necessary to achieve a sense of wellbeing is a key issue in the Conservation of 
Resources theory of Hobfoll (1989), as discussed in Chapter 2 and summarised in 
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Figure 9.1. The limited access to the social support, hardiness, resilience and sense of 
self-efficacy necessary to deal with school stress was evident in the participating 
girls.  
 
Figure ‎9.1. Relationships between school stress of participants and supporting resources to cope. 
 Coping strategies processes 9.2.2
In this section, two main findings in relation to research question two will be 
summarised. First, Lazarus and Folkman‘s (1984) model of coping was utilised in 
this study to explain how the participants responded to and coped with their school 
stress. This model was used to successfully explain the coping process of five girls 
with learning disabilities in four primary schools. This study provided evidence from 
the data that supported the use of Lazarus and Folkman‘s model with children 8-11-
years old. Second, the participants in this study responded to school-related stress in 
four ways: adaptive coping process, semi-non-adaptive coping process ending with 
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adaptive coping, semi-adaptive coping process ending with non-adaptive coping, and 
non-adaptive coping process. These four methods of coping suggest that students 
would cope adaptively, non-adaptively, and sometimes even begin with one and end 
with another, depending on the options available for coping. In addition, the coping 
process depends on factors that impact the selection and application of coping 
strategies. An example of a factor that influences the coping process positively was 
the source of stress ending (see Section 7.2.2.6). Some factors that negatively 
impacted the coping process were lack of school support and less power and 
authority in handling stress (see Section 7.2.3.4). Also, there is an association 
between the way of coping and the resources available such as social support, as 
Hobfoll (1989) discussed in his theory. The loss of social support disrupted adaptive 
coping, and providing more social support is a way of successful adaptation.  
This study found that Lazarus and Folkman‘s (1984) model of coping 
effectively explained how girls, aged 8-11-years old, coped with three main school-
related stresses in the Saudi Arabian context. In addition, since the ‗learning 
disabilities‘ are permanent learning characteristics which students with learning 
disabilities live with, these learning disabilities are associated with social and 
emotional issues. Therefore, it is important to help and support those students to cope 
with their learning disabilities. Consequently, it is necessary for educators, especially 
resource room teachers, to understand the coping strategies of students with learning 
disabilities to help them learn how to adapt with academic, social, and emotional 
problems. This would suggest the need for intervention for teaching coping processes 
and mechanisms. Hence, Lazarus and Folkman‘s model of coping has three 
contributions to develop such an intervention. First, it is important to help the 
resource room teacher to understand the coping process of the students. These coping 
Chapter 9: Conclusions 226 
processes are: (1) experiencing the problem (event), appraising if this event is 
relevant or not (primary appraisal); (2) searching for options to solve the problem 
(secondary appraisal), applying these options of strategies (coping); (3) looking to 
the coping outcome (coping outcome); (4) and finally being satisfied or not satisfied 
with coping options (emotional outcome). The second contribution of this model is to 
teach students how they tend to respond to stress and problems. Developing a simple 
framework for students based on the five processes in Lazarus and Folkman‘s model 
to resolve problems and manage stress will enable students to plan and view their 
coping process and strategies. Finally, resource room teachers can use the same 
framework to evaluate these students‘ coping and adaptation skills by developing 
assessment based on this model. In summary, this study highlights the usefulness and 
significance of applying Lazarus and Folkman‘s (1984) model of coping in the field 
of supporting students with learning disabilities, not only in Saudi Arabia but also in 
other countries around the world that share a similar educational context. 
9.3 Contributions to knowledge 
This study contributed to a better understanding about the field of school stress for 
students with learning disabilities. The findings can be used to consider future policy 
and practices in education. This section presents these contributions and implications 
in view of the findings. While they are directly applicable to the Saudi Arabian 
context, they also apply to other similar contexts and cultures around the world. 
Overall, this study has made a positive contribution in understanding the 
nature of school stress of girls aged 8-11 years with learning disabilities, with their 
experiences and perspectives in Saudi Arabia. Early studies (Feurer & Andrews, 
2009; Geisthardt & Munsch, 1996; Helms, 1995; Helms, 1996; Wenz-Gross & 
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Siperstein, 1998) of school-related stress conducted quantitative and comparative 
approaches that compared school stress in adolescent students with learning 
disabilities to their peers without learning disabilities. Only one study (Helms, 1996) 
was found that explored school-related stress in students with and without learning 
disabilities in primary-aged students. However, this study was limited to examining 
the levels of school-related stress of students with learning disabilities comparison to 
their peers; it did not explore the nature of school stress from the perception of the 
students. 
This qualitative case study provided insight into how primary school girls 
(aged 8-11-years old) respond to stress and how they find solutions to their problems. 
In summary, this qualitative study has contributed rich information to the field of 
school-related stress for students with learning disabilities, in particular school-
related stress in terms of academic problems, teacher abusive behaviour, and peer 
relationships in the Saudi context. In addition, this study has found a relationship 
between teachers‘ abusive behaviours and teachers‘ attitudes towards students with 
learning disabilities that could be as a result of teachers‘ lack of training in teaching 
students with learning disabilities. 
9.4 Contributions to theory and methodology 
A further contribution of this study is the use of Lazarus and Folkman‘s (1984) 
coping theory for the analysis of girls‘ stories of the stress they experienced at school 
and their response to this stress. The five coping processes in Lazarus and Folkman‘s 
(1984) model ― event, appraisal, coping, event outcome, and emotion outcome ― 
are used as themes for analysing the girls‘ interviews about their stressful school 
events (see Section 4.3.5.2). Therefore, this study offered evidence for how Lazarus 
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and Folkman‘s (1984) coping theory is beneficial in explaining how children respond 
to school-related stress. Further research would be useful to explore how Lazarus and 
Folkman‘s (1984) coping theory might be applied to other similar contexts and for 
examining how children respond to stress related to school and family. 
Four elements were added to the theory: girls; learning disabilities; school-
related stress; and the Saudi Arabian context. In addition, this study suggested that 
the social, external, and internal factors that might occur in the middle of the coping 
process could change and impact the coping process. Moreover, this study further 
developed the Lazarus and Folkman (1984) model and suggested a horizontal 
direction (see Figure 7.1) of coping with stressful events to the satisfaction of coping 
strategies, rather than the cycle process in the original model. 
9.5 Implications for practice 
This study has implications for practice. The first important issue is to foster the 
establishment of learning environments that minimise the identified sources of stress 
in schools in Saudi Arabia. As a result, and due to the significant role teachers have 
during the school day, it is important to prepare teachers to be good sources of 
support for all students and not create any stress especially for those students with 
special needs. Teachers need to be educated to know how to support students with 
different learning abilities and to treat them with respect and dignity. All prospective 
educators making their way through the pre-service teachers‘ program should gain an 
awareness of the social and emotional issues facing students with learning 
disabilities. Accordingly, special education institutions should make a course of such 
problems encountered by students with learning disabilities in the mainstream 
classroom, which would deepen the understanding of teachers in mainstream schools 
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who are dealing with these types of children. That would help teachers to minimise 
stressful situations in the educational environment, as well as mitigating the adverse 
effects such issues have on the students concerned. 
It is important to emphasise teacher and student positive relationships, and 
strategies to establish these need to be a component of pre-service teacher education 
courses for all teachers. Additionally, classroom teachers‘ awareness of all forms of 
teacher‘s mistreatment and abusive behaviours that impact students‘ well-being 
should be raised. In addition, these abusive behaviours can cause students to drop out 
from school and reduce their learning motivation. In addition, teachers should learn 
more strategies for developing a positive classroom climate where students support 
each other rather than bully each other. Workshops and training for teachers should 
be required at the beginning of the school year. Such training should be done before 
school, as professional development for the school year.  
In addition, since it is a challenge to prevent all sources of stress in the 
educational environment, it is significant to create plans to support children in 
managing and controlling school stress. One plan is preparing students to face school 
stress. Hence, the first implication suggested is extending the role of the resources 
room program beyond the academic support for students with learning disabilities to 
these students in resilience intervention. This intervention would help students be 
more resilient in dealing with school stress. In such interventions, the aim is to raise 
awareness of students with learning disabilities about the stressful events that may 
occur and to help them create coping strategies in managing stress and in building 
problem-solving skills. This implication requires training and professional 
development for the resource room teachers, who already work in primary schools, 
about resilience intervention. These teachers should also be provided with resources 
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and guides for fostering resilience and self-regulation in the classroom and school. A 
second implication is to reactivate the role of the student guidance counsellor in 
Saudi schools to engage resilience intervention and coping programs. 
Some schools in Saudi Arabia still adopt instructional practices that are 
teacher centred and emphasise more control of the students, with students sitting for 
long periods passively listening to the teacher. The third implication is to reorganise 
the Saudi school environment to include classroom activities (e.g., inquiry approach) 
that are adopted in schools in other countries, such as Australia and the US. These 
activities can help students relieve stress, build relationships with their peers, and 
reduce isolation. Also, greater awareness of principles of social constructivism as a 
learning theory will challenge teachers to provide more engaging, relevant, and 
active learning experiences that can be differentiated to meet individual students‘ 
needs.  
9.6 Limitations of the study 
This study has positive contributions and implications for policy, practice, and future 
research. However, this study had a number of limitations that need to be 
acknowledged, such as the study approach design, number, and gender of 
participants, and difficulties in collecting data. This section will further discuss these 
limitations. 
First, this study was a qualitative explanatory case study conducted in four 
primary girls‘ schools in one city of Saudi Arabia; five girls in grades 2-5 
participated. The case study design provided in-depth understanding of real situations 
when a particular phenomenon occurs, and the existence of contextual conditions 
related to the phenomenon under investigation (Baxter & Jack, 2008). However, it is 
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not possible to generalise the findings from individual case studies to other contexts 
due to the small number of participants. 
Another limitation of this study was the participants were only female. As a 
researcher who originates from the Saudi culture, I noted that the environments of 
boys‘ schools are harsher, and may play host to more stressful situations than in 
girls‘ schools. Further studies would be valuable if conducted in other contexts of 
Saudi Arabia; these different contexts include males and females, primary schools to 
high schools, exam stress variations, and other characteristics that may influence the 
coping process. 
A further limitation was related to the methodology and the data collection. 
The length of data collection of about 14 weeks provided a snapshot of stressful 
school events that girls experienced. However, there was a compression of time in 
selecting the pool of potential participants. In addition, another limitation was policy 
changes in Saudi primary schools; students were examined in three periods during 
the semester, and teacher performance was evaluated through examining the 
students‘ curriculum. These evaluations and exams limited the frequency of 
observing the girls in class. In addition, the traditional method of arranging 
classroom seating — that is, in rows, with no ability to move around and the teachers 
forming the centre of the teaching process — limited the ability to gather data from 
observation. For example, a grade-3 class had 30 girls sitting in rows (see Figure 
1.2), who were facing and listening to the teacher, with limited interaction and 
engagement between the students. The researcher was sitting at the back of the class, 
which limited her ability to observe the participating students in their educational 
setting.  
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In addition, although there were multiple sources of data, including student 
interviews, observations, mothers‘ reports, teachers‘ reports, other informal report 
documents, and assessment data, there was some data missing. As an example, one 
of the mothers could not attend for her interview due to her claims of lack of time. In 
another case, two of the classroom teachers initially agreed to be interviewed; 
however, they later stated that they did not want the interviews to be recorded, and 
they only provided limited information regarding the participating students‘ low 
achievement. In addition, documents and assessment data for identifying those 
students with learning disabilities were not provided to the researcher, only sighted.  
In contrast to these unfortunate limitations, three to four interviews with each 
girl were successfully conducted; these allowed an in-depth understanding of the 
students‘ sources of stress. In addition, the researcher had confidence in the 
information provided by the students, for two reasons. First, as several interviews 
took place, a sense of trust was established between the girls and the researcher; this 
allowed the interviewees to feel comfortable with sharing and talking about their 
experiences of stress at school. There were also correlations between the girls‘ 
reports about their stressful experiences and the accounts given by their mothers and 
teachers.  
9.7 Implications for future research 
While this study acknowledges some limitations, a number of implications for future 
research are proposed. A notable implication for this study was that since this study 
was conducted through individual case studies with a small number of participants in 
short time, it is not appropriate to generalise the findings. Thus, a longitudinal study 
with a larger number of participants of varying ages would be beneficial in terms of 
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exploring school-based stress for students with learning disabilities as they transition 
from primary to high school. This would provide crucial insights into how such 
stress varies over a long period of time. 
In addition, another implication for future research that arose from this study 
is that the participants responded to their school stress differently. As this study has 
revealed, various factors such as personality, age, and social support, can shape their 
coping strategies. Further research is needed to explore these factors that shape the 
coping strategies for students with learning disabilities, and how these factors 
influence the coping process. This research may involve a mixed methods approach 
which explores students‘ perspectives through the use of student questionnaires to 
identify the potential factors that impact the students‘ coping processes and the 
correlations between identified factors. In addition, the qualitative approach involves 
interviews with students, in order to gain an in-depth understanding of the coping 
experience. This approach would be beneficial for examining what factors limited 
the students‘ adaption with school stress in order to limit the negative factors and 
strengthen the positive factors. 
Finally, there is a need for further research in the Saudi context in the field of 
support for students with learning disabilities academically, socially and emotionally 
since there has been no research conducted in this area within the Saudi context; in 
addition, there has been little support of the social and emotional needs of students 
with learning disabilities. There is great value in conducting a study that would 
extend the resource room program for Saudi boys and girls at primary and high 
school, in order to support students both socially and emotionally. 
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Additionally, this study directs to three highly significant projects that are more 
applicable to the Saudi context, as follows: 
1) A study to explore the long-term impact of training students with 
learning disabilities to cope with stressful situations would be 
beneficial in terms of developing the coping and problem-solving skills 
of such students. Such a study would aim to apply training intervention 
in the resource room program. This intervention would comprise 
several sessions to be delivered to the students during the semester, in 
order to raise their awareness of the learning and social problems they 
may face. In addition, it would teach the students how to assess their 
problems and stress, how to identify problem-solving options, and 
finally how to respond to the problems. In other words, this course 
would teach students how to apply the five processes of Lazarus and 
Folkman‘s (1984) coping model in order to ameliorate their learning, 
social, and emotional problems. This project would have three stages. 
The first would be to train the resource room teachers in the 
intervention technique. The second stage would be the provision of the 
intervention to the students for six months. The final stage would be to 
investigate how the students then respond to school-based stress.  
2) Initiating intervention studies with teachers to help them adopt specific 
strategies to differentiate learning, and build positive relationships with 
students. This study would provide training courses to classroom 
teachers to enable them to support students with learning disabilities in 
a mainstream classroom. This program would have two aims. First, the 
training would help teachers to modify and differentiate learning 
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strategies for students with learning disabilities and their peers, 
according to their needs. Second, it would increase the teachers‘ 
awareness of the significance of positive teacher-student relationships 
in terms of students‘ achievement and well-being. Teachers would need 
to attend workshops on how to build such relationships with their 
students. After applying this intervention for three months, an 
exploratory case study would be instigated, including several students 
with learning disabilities whose teachers had been targeted by the 
intervention. The aim is to evaluate the teacher-student relationship, 
and to what extent it impacts students‘ school experience specifically in 
Saudi Arabia and compare it with other nation. 
3) The final study recommended would investigate the impact of reducing 
the workload and number of students for those teachers who have 
students with learning disabilities in their class on the success of 
integrating such students. The aim is to provide teachers in grades 1-3 
with more opportunities to cater for and support these students in the 
mainstream classroom, with reduced work pressure. As a result, if a 
classroom has one or two students with learning disabilities, the total 
number of students in the class should be no more than fifteen. The 
benefit would be a readjustment of the mainstream classroom 
environment in Saudi schools in order to integrate students with 
learning disabilities, by giving teachers more time and a lower number 
of students. This would enable them to put more effort into catering for 
those with special needs. We would then investigate to what extent 
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such a readjustment benefits these students, academically, socially, and 
emotionally.  
9.8 Conclusion 
In conclusion, to the knowledge of the researcher, the present study was the first 
study conducted in Saudi Arabia examining school-related stress for girls with 
learning disabilities in primary schools. It was significant to explore stressful school 
events from the perspective of the children and their response to the stress to enrich 
the education policies and practices in Saudi Arabia. In this chapter, the research 
findings were summarised (see Section 9.2) and further examined in 9.2.1 and 9.2.2. 
The contributions to knowledge (see Section 9.3) and to theory and methodology 
(see Section 9.4) were discussed. Implications for practice (see Section 9.5), 
limitations of the study (see Section 9.6), and implications for further study (see 
Section 9.7) were discussed. This study contributes to the knowledge by highlighting 
the impact of teachers‘ lack of professional development on the wellbeing of students 
with learning disabilities. Consequently, this study emphasised the requirement of 
training and preparing of the classroom teacher in how to cater for students with 
learning disabilities before practice teaching. Also this study provided a significant 
implication of applying the model of Lazarus and Folkman (1984) in interventions to 
support students to be more resilient in coping with school stress, evaluate their 
coping, and problem solving skills using this model.  
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Appendix G 
Interview Questions for the Students 
Interview session number (1): Background information and early school experiences 
1. Tell me about yourself. 
A. What do you like?  
B. What do you dislike?  
C. What are things you like to do best at school?  
D. What are the most enjoyable activities you do at home or outside school? 
 
2. Tell me about your school. 
A. What is life like at school? 
B. What are the activities you do at school? 
C. How do you spend your school day? 
D. What do you like about your school? And what do you dislike?  
 
3. Tell me about your friend. 
A. Who is your friend?  
B. Why did you choose her and not others? 
C. What is good about her? 
D. How do you know someone is a good friend? 
E. What is an activity you like to do with her? 
F. How does she help you during class?  
G. Do you have a friend outside of school?  
H. Do you have more good friends at school or outside of school? Why? 
 
Interview session number (2): Current educational experiences and stressful 
situations   
1. Tell me about your class. 
A. What are the things you like to do best in class?  
B. What are the things you do not like to do in class? 
C. What is your favourite subject? Why? 
D. What subject do you not like? Why?   
E. What difficulties do you have during class?  
F. What did you do about these difficulties? 
 
2. Tell me more about studying and learning. 
A. What are some of your strengths in learning? 
B. What are some difficulties that have stopped you from learning? 
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C. How does your classroom teacher help you to overcome your learning 
problems? 
D. How would you describe your performance in class? 
E. Can you describe a stressful situation in the classroom? Why was it stressful? 
F. Can you describe something that annoys you in class? Why is it annoying? 
G. What do you do in the resource room? 
H. How you feel when you go to the resource room?  
 
3. How would you describe your life school? 
A. Do you think you have good school life? Why or why not? 
B. What makes your life at school good and what makes it bad? 
 
Interview session number (3): Coping with school stressors  
A. What did you do about your reading difficulties? 
B. What did you do to avoid get embarrassed when you read in front of your 
classmates and teachers?  
C. What do you do when you have difficult maths homework? 
D. What have you tried to do to complete your writing tasks on time? 
E. How did you deal with the teacher screaming in class?    
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Appendix H 
Interview Questions for the teachers 
The interview questions for the teachers: Based on your experience teaching 
(student‘s name), tell me about her?  
A. What are her learning characteristics?  
B. How is her current performance? 
C. What are her learning strengths?   
D. What are her learning weaknesses? 
E. How do you help her to meet her needs in the resource room? 
F. Do you note any discrepancies between her abilities? What are they? Tell me 
more. 
G. What is the main learning disability for which she goes to the resource room?   
H. How does she feel when she comes to the resource room? Does she like it or 
dislike it? Tell me more and why?  
I. What are her other school problems and has she discussed them with you? 
J. Who are her friends? How social is she?  
K. From you experience working with her in the resource room, how does she 
tend to face her learning disabilities? 
L. What are the specific strategies she uses to make her learning successful? 
M. What do you think about her way of dealing with her learning disabilities? Is 
she successful or not?    
N. Could you describe her behaviour when she has a difficult task to finish?   
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Appendix I 
Interview Questions for the mothers 
The of interview questions for the mothers:  
Tell me about your daughter‘s background? 
A. What does she like and dislike? Tell me more. 
B. What are her areas of interest, such as hopes and special activities?  
C. What are some of her strengths, whether in learning or in her social life 
outside the school? 
D. Have you noticed any strong abilities in her from the time she started school 
until now?  If so, when? What are these abilities? 
E. Have any of her teachers in any grade mentioned her strong abilities. If yes, 
could you tell me more?  
F. When did you first learn about her learning disabilities? What happened then, 
and how did you help her?  
G. Have you realised any differences or discrepancies between her abilities? Tell 
me more. 
H. When she has problems or difficulties, how does she tend to face those 
problems? 
Tell me about her schooling? 
A. How does she feel about school? Is she excited? Please explain. 
B. How exited was she when she started school? 
C. How is her current performance at school? How does she feel about her 
performance?  
D. What is her most major problem at school, whether in learning or socially?  
E. What does she do about her learning problems? 
F. Has she tried to discuss her learning problems with you? Could you tell me 
more? 
G. Has she considered asking you or other family members for help with her 
problems? If yes, could you tell me more? 
H. How does she feel when she has high achievement or success? 
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Appendix L 
Coding table 
The following three tables, highlight themes and codes that framed the analysis as 
described in Chapter 4, Section 4.3.5.2. This process was conducted in Arabic, but 
the tables below represent a reconstruction in English to demonstrate the analysis. 
The first column presents the key theme, which was derived apriori from the 
literature. For example, teacher mistreatment was identified as a theme before data 
analysis began.  
Column 2 shows the codes derived from the data. The third column provides 
illustrative evidence from the transcripts, with the key terms that represent the theme 
highlighted in various colours. For example, terms and phrases such as pulls hair and 
hits were coded in red as representing physical abuse (also coded red), and utterances 
indicative of verbal mistreatment, such as shouts and reviles, were highlighted in 
magenta and categorized as verbal abuse. Physical and verbal abuses thus were 
identified as separate aspects of the theme of teacher mistreatment of students. 
Evidence of teachers‘ ignorance is highlighted in light gray, and indications of 
teachers‘ rejection is highlighted in dark gray. The fourth column shows the original 
Arabic text. 
Colour coding: Physical abuse, Verbal abuse , Teachers‘ ignorance an   Teachers‘ rejection 
or refuse 
 
Theme Code English Translation ti Trl nirirO c barA 
1. Teachers‘ 
mistreatment 
Physical 
abuse  
 
 
 
 
 
 
 
Verbal 
abuse: 
 
*reviles 
 
*comments 
 
 *threats 
 
 *Shouting 
 
Miss Kulood, who teaches math, 
hits, shouts and reviles me and 
some girls and pulls hair and takes 
us to the rubbish bin to throw away 
gum without any warning, and pulls 
our hair, takes us to the rubbish bin. 
(Hana, interview 1, 20 April 2014) 
 
―You did not study, and your 
mother doesn‘t want you to pass. I 
will give you a 4 [i.e., a failing 
grade]‖ (Faten, interview 3, 6 May, 
2014). 
 
Sometimes, Miss Samar threatens 
me and says ‗I swear to God I will 
give you a 4‘, and she said that in 
class. That‘s why I hate her, and, 
when she comes into the class, I do 
not look at her. And even when she 
reads the lesson, I do not look at 
her. I look at the lesson 
 ىٍتاحجٌذخ  دمد هٌز٘
خاٍػاٌشٌا,  كعضذ ٚ بشؼذ
أا ًٕثغذ ٚ ذ ٚ غعت ةغ
 ٚ شعشٌا إٌ ذشذ ٚ خإثٌا
 ْأش ىٍع حٌاتضٌا ذٕع إٌدٛذ
 ذشذ ظت ٍُىرذ اِ حٔاثٌٍا ةىٔ
.حٌاتضٌا ذٕع إٌدٛذ ٚ شعشٌا 
 
 
 
 
 اِ هِأ دٔأ يشوازذ اِ ِدٔأ
 دٔأ ٍٓذجٕذ ًٕعٌ ناغثذ
 هٍطعت4. 
 
 
 
 
لأا غعت يٛمذ ًٔدذٙذ ْاٍد
اللهٚ أ هٍطع4  ضٔ ًف  ىرد
 اللهٚ يٛمذ ًظفٌاأ ُىٍطع4 
ع خشط ازو ْاشأ ا٘شو
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 خشط ازوٚ ًجذ اٌّ خشط
 ٍُظعٌا اللهٚ ىرد اٍٙف عٌاؽا اِ
 يٛمذ ازوٚ طسذٌا ًف ْٛىٔ
 اٍٙف عٌاؽا اِ ازوٚ جءاشل
 صلاخ طسذٌا ًف عٌاؽا
.جدٛعرِ ازو خشط 
  ―I like maths, but I don‘t like the 
teacher.‖ ―I don‘t like the way she 
treats us.‖ ―She always shouts in 
class.‖  
 
―…when I focus on answering 
questions and she shouts suddenly, 
I get really scared.‖  
 
―The maths teacher shouts when we 
do not do our homework, the Arabic 
language teacher when the girls talk 
in class and the art teacher – I do 
not know why she shouts.‖ 
 
 
When we laugh in class, the teacher 
[Miss Kulood, the maths teacher] 
very quickly starts shouting and 
takes that cube and hits the table 
with it to make us be quiet. And 
when she hits the table with the 
cube, I feel annoyed and 
uncomfortable, and I am not happy 
like I am during literacy and Quran 
class. (Hana, interview 2, 27 April, 
2014) 
 
 اِ ظت خاٍػاٌشٌا ةدا أا
أ ازو ىٍتلأا ةدأ اِ اٙتٍٛع
أكعضذ اّئاد...فشع   ًف
ًظفٌا 
 
...إ ٚ ا٘اعِ جضوشِ ْٛوا ًٔ
           ًٕعجفذ 
 
 
 
أ ىٍتءاٌٍّ  ةجاٌٛا ًذٔ اِ اٌّ
,أ ىٍتٖشٍخ  خإثٌا اٍّٛىرٌ اٌّ
,أ ىٍتءاغٍِ يسدأ اِ 
 
 
 
 
 
لأا هذؼٔ اٌّ حعشغت ىٍت
 عتشٌّا نار ًرفٛش كعضذ
 ٗت ؾثخذ ازو يص ٌٗٛغذ
 ؾثخذ دىغٔ ْاشع حٌٚاطٌات
 حمٌاؼرِ جعضٔاٚ حٌٚاطٌات ٗت
 ًٕعٌ ْاّو حمٌاؼرِ ْٛوا
 ِٛ ْٛواٚ  حمٌاؼرِ ْٛوا
حظد ًثّو ٗٔادشف ًٕعٌ 
شمٌاآ. ْ 
  Teachers‘ 
ignorance  
There are other girls who have 
learning disabilities—it is not only 
me. But I feel angry [شٙمٔأ] because 
Miss Samar gives the other two girls 
other chances to read again if they 
do not read well. But she does not 
give me the [same] chance when I 
can only read half of the text 
because I have only memorised that 
part. Miss Samar wants me to read it 
all without any mistakes. For the 
other girls, she gives them chances 
to practise in class and two chances 
to memorise the text, but she holds 
me back at the end, so I do not get a 
chance to read again if I need to. I 
do not like the way she treats me. 
She leaves me to the end, and when 
I come to her and say that I am 
ready, she ignores me. For the other 
two girls with learning disabilities, 
 ِٛ ٍُعذ خاتٛعط خإت ٍٗف
 ظتأ شٙمٔأ ظدا خإت ٍٗف أ
 دٕت ِٛ ٍُعذ حتٛعط دٕت ٍٗف
 ٍُعذ خاتٛعط ٍٓرٕت ٍٗف ٖذدٚ
 اٌّ أا ٍٓرطشف ٍُٙطعذ اٙغدا
 اِ حٍٔاثٌا جشٌّا اٌٙ اشلا
خذ جشٌّا ٍٍُٙخذ خإت ٍٗف  ًٍٍٕ
 ًجا اٌّ ًٍٍٕخذ اِ أا حٍٔاثٌا
 لاثِ ًٕعٌ ْٛوا اٌٙٛلا ا٘ذٕع
 ٗظفدا ًٕعٌ ٗظٔ اشلا ٍٓذٌا
 ٍٗف حطٍغ لاٚ ٍٗو ىغثذ ىٍتلأا
 ٍٓذشِ اٛظفذٌ ٍٍُٙخذ خإت
 شخا ًٍٍٕخذ ًجا اٌّ أاٚ
 ًجذ اِ ٌٗا ْاشع جذدٚ
 اِ ًٕعٌ ًٔاث اشلا ًٍٍٕخذ
خٌ حوشذٌا يز٘ ًٕثجعذ ًٍٔٛ
 ٌُٙ يٛلا ًجا اٌّ جذدٚ شخا
 ًجٌ دظفد صلاخ
 صلاخ لا ٌْٛٛمٌ ًٔٛشٕطٌ
 ُ٘ذٕع خإت ٍٗف ًذاشل دٔا
 الله ءاش ْا ىرد ٍُعذ حتٛعط
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Miss Samar lets them do their 
reading again even if they stay to 
the end but not me. 
 
 ٖشِ اٚذعٌ ٍٍُٙخذ طأ شخا
.ًٍٍٕخذ اِ أأ حٍٔاث 
 Teachers‘ 
ignorance 
 
 
 
 
 
Teachers‘ 
rejection or 
refuse 
 
 
 
 
 
  
When I put my hand up to read and 
the teacher does not let me read, I 
get stressed out. I mean, I do not 
like it. Does that mean the teacher is 
spiteful to me by not letting me 
read? And, from the beginning of 
the year, Miss Samar has not liked 
having me in her class... I feel she 
does not want me to be in her class. 
She told my mum and Miss Bdour 
[a woman in the office] to put her 
[Faten] in another class. (Faten, 
interview 2, 1 May, 2014) 
 
I did not really like maths because 
when there are any challenging 
tasks, sometimes I put my hand up, 
and she [Miss Kulood] does not let 
me answer. And I have the right 
answer just like the other girls have 
the right answer. (Hana, interview 2, 
27 April, 2014) 
 
  ًٍٍٕخذ اِ يذٌ عفسا اٌّ
 اِ ًٕعٌ شذٛذا شٍطا ىٍتلأا
ٕعٌ ًٕثجعٌ ىٍتلأا شٌا ً
 دٕو أأ ًٍٍٕخذ اِ ٍٍٗع جذلاد
 اِ ٖساع ىٍتأ دٔاو حٕع يٚا
 يٛمذ...ًٍظف ًف ًٍٍٕخذ ىغثذ
 اِ ً٘ ًٕعٌ اٍٙغذذ اِاٌّ
 ٕٗع يٚأ اٍٙظفٌ حٚسا ْاغثذ
 ىٍتا يٛمذ دٔاو ٌَٛ يٚأ دٍج
 ًظف ًف اٍٍٙخ صلاخ حٌسذت
حٍٔاث 
 
 
 
 
 
 
 
 
اِ ظت ؾعٚ لاا أ اِ ٖشِ ٗثد
أ اٌّ ْاشع  ْاشع ٖشِ ٗثد
 ٍٗف ْٛىٌأ ًف حثعط ٖشِ ءاٍش
 خاٍػاٌشٌاأ أاٍدأ يذٌ عفس
لأا ًٍٍٕخذ اِ ىٍتأ ظت بٚاج
 يذٕعألإا أ خظٌا حتاج
لإا ُ٘ذٕع ٍٓلاثٌا خإثٌاٚ حتاج
.خظٌا 
    
 
The second theme, academic stress, is presented in the first column. The 
second column shows the key terms identified and used to code the theme, which 
included reading, highlighted in yellow, writing, highlighted in magenta, and making 
mistakes in exams and homework, denoted in gray. Column 3 shows evidence of the 
presence of the theme in the transcripts and highlights the key terms. Column 4 
shows the original text in Arabic. 
Colour coding: Reading stress, Writing stress and Making mistakes in exams and homework 
 
    
Theme Code English Translation Arabic Original Text 
2. Academic 
stress 
 
 
 
 
 
Reading ―I get embarrassed when I 
don‘t know how to read a 
word‖ (Rim, interview 2, 28 
April, 2014). 
 
 
I felt that I didn‘t understand 
أ ًجخإ اِ ًٔأع فشأشلأ  حٍّىٌا ٖز٘
زو ظت.ا  
 
 
 
 
 حعادإ لاٚ ءًش حّ٘اف ًٔاِ ًٔأو ٛٔ
Appendices 296 
 
 
 
 
 
 
 
 
 
 
 
 
the lesson and didn‘t know 
anything about the topic...I 
could not read, and I was afraid 
everyone would laugh at me.‖ 
 
 
―I know how to read. I can 
read, but-but-but when I read I 
get stressed out in front of the 
other girls, I cannot read 
because I am stressed out and 
embarrassed because of the 
other girls‖ (Hana, interview 2, 
27 April, 2014). 
 دفشع اِٚ ...طسذٌا حفساعأشلأ  ءًش
 دفخ ًٕعٌإ .ءًش ٚا ٍٍٗع اٛىذؼٌ ٛٔ  
 
 
 
 
 
 شلأ فشعا أأأ  فشعا ظت
أشلأ ظت ظت ظت ا٘إ اٌّ ٖٛٔأشلأ ا٘
 فشعأ اِ خإثٌا َاذل جشذٛرِ ْٛوأ
شلأأ  ِٓ حجشد ِٓ جشذٛرِ ْٛوأ
.خإثٌا 
 
 
Writing ―I do not like writing. It is 
difficult because we write out 
the whole reading text in class‖ 
(Sarah, interview 1, 23 April, 
2014) 
 اِأحتارىٌا ةد  
ةعط ٖشِ ٗٔاشع ىٍتا 
.ًِاو طسذٌا ةرىٔ 
 
 Making 
mistakes 
in exams 
and 
homework 
If there is a maths problem I 
cannot do, I feel afraid the 
others will say, ‗This is not 
right.‘... I feel afraid of making 
mistakes when doing 
homework, but not the literacy 
homework because I own an 
old book. (Rim, interview 2, 28 
April, 2014) 
 اِ حٌأغِ ًف ْٛىٌ خاٍػاٌشٌا ًف
 ًٕعٌ اٙرفشعأ لاثِ ٌْٛٛمٌ فاخ’ يز٘
ءاطخ... ‘  
أ يذٕع ءاطخ ةجاٌٛا ْٛىٌ فاخ
 اِ ًرغٌ ةجاٚأ فاخإ ءاطخ ٗٔ
 يذٕع ٍٗلأ ًرغٌ ةجاٚ ْاشع
.ًرغٌ كد بارو 
    
 
The following table presents the third theme, peer relationships and conflict, 
which is identified in the first column. The second column lists the codes that 
appeared from the data, including rejection by peers, highlighted in yellow, peers‘ 
comments, highlighted in magenta, conflict with peers, highlighted in light gray, and 
involvement in peers‘ problems, which is highlighted using dark gray. The third 
column again provides evidence of the presence of the key terms and theme in the 
transcripts, and Column 4 shows the original Arabic text. 
Colour coding: Rejection by peers, Peers‘ comments, Conflict with peers and Involvement 
in peers‘ problems 
    
Theme Code English Translation Arabic Original Text 
3. Peer 
relationships 
and conflict 
Rejection by 
peers 
When I was in grade 3, I used 
to have lots of friends, and 
they would play with me and 
we had lunch together. But 
there were two girls who did 
not want me to be with them, 
but after that, all the girls in 
my class said, ‗If you [the two 
girls who did not want Rim] 
 يذٕع ْاو ثٌاث ٕٗع ًفأ ٚ باذط
 ٚ ٌٗاعِ اٛثعٌٍ اٛٔاو خاشٍثو خإت
 اٛٔاو ٍٓرٕت ٍٗف ْاو . ٌٗاعِ اٛذغفرٌ
 ٌٓذعت ًٔٛغثٌ اٛٔاو اِ إٔٛغثٌ اِ
 صلاخ اٌٛال ٍٗو ًظفٌاإ اِ ار
 ةٍجٔ ا٘اعِ خغفرٔ ا٘ٛغثذأ عاشغ
.ُعشٔ 
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do not want her, we will have 
lunch with her and bring our 
drawing stuff to draw.‘ (Rim, 
interview 1, 21 April, 2014) 
 
―I draw and play with my 
friends, but there are some 
girls who do not like to play 
with others‖ (Hana, interview 
1, 20 April, 2014). 
 
 
 
 
 
 
 
أ ٚ ُعسأ ٍٗف ظت ًذلاٍِص عِ ةعٌ
 اٛثذٌ اِ خإت.ٍٓٔاثٌا عِ اٛثعٌٍ  
 
 
 
 
 
 
 Peers‘ 
comments 
 
―There is a girl these days 
who says to me ‗You have a 
learning disability, and you 
cannot learn‘‖ (Faten, 
interview 1, 24 April, 2014).  
 
 
 
―And there is another girl who 
said to me, ‗You are lazy, and 
the teacher follows you 
because you are lazy.‘‖  
 
 
The girls who study with me 
in this class mock me and say 
that I am snooty and say I 
don‘t understand, I‘m stupid 
and I have a learning 
disability. And when they say 
that, I get nervous. And I have 
told Miss Samar, but she does 
not say anything. I want 
someone else to sit next to 
me, especially Lumaa and 
Hebah, because when they 
hear that [the other girls‘ 
comments], they defend me, 
and I like it when they help 
me.‘ (Faten, interview 1, 24 
April, 2014) 
 
―Some girls said that I have 
autism.‖ …―It means crazy 
[idiot] … it has a bit of 
craziness but it‘s not really 
crazy.‖ 
 
دٕت ٍٗف  ٍٓذٌا حتٛعط ِدٔأ ًٌٛمذ
.ًعسذذ ًفشعذ اِٚ ٍُعذ 
 
 
 
 
 
 ٗٔلاغو ِدٔأ ًٌٛمذ ٍٗٔاث دٕت ًفٚ
 ِدٔأٚ  ِدٔأٚ ٌٗا يسذِ  خلاتلأا ًلاطا
 ْاشع هٔٛمذٌٍ ْاشع ِدٔأ ٗٔلاغو  
 
 
 
 فظٌا ظفٔ ًف ًٔٛعولاٌ خإت ٍٗف
 ِدٔأ ًٌ ٌْٛٛمٌٚ ٍٓذٌا ٖاعِ أأ ًٌا
 اِ لاطا ِدٔأ ٌْٛٛمٌ ِدٔأٚ جشثىرِ
 ِدٔأ هٔلأ ًّٙفذ  ًٌ ٌْٛٛمٌ  لاطا
 نذٕع حٍثغ ِدٔأ ْاٍدلاا غعت
 ٍّٓٙفذ اِ حٍثغ ِدٔأ ٍُعذ حتٛعط
 َلاىٌا از٘ ًٌ ٌْٛٛمٌ اٌّ ًٕعٌ
 اِ ُِٕٙ ةظعاأ ًٕعٌ ٍِٓ فشع
 ىٍتأ جساع ىٍتأ ىٍتلأٌ يٛلأ سذمٌ
 ذدأ ىغتأ ءًش ٌُٙ يٛمذ اِ جساع
 ٗث٘ ٚ ساٌّ خازٌات ًٕعٌ ًثٕجت ذعمٌ
 ٌٛٛمٌ ازو ِٓ َلاو ءًش اٛعّع ٌٛ
 أأٚ ٌٍٗ يسدأ اِ ِدٔأٚ ٌٍٗ ِدٔأ ًٌ
.ًٔٚذعاغٌ ُ٘ ًٕثجعٌ 
 
 
 
 
 
  نذٕع ِدٔأ ٌْٛٛمٌ خإثٌا غعت
ٕٔٛجِ ًٕعٌ ... ذدٛذ حٌاد حف اٍٙ
ٕٔٛجِ ِٛ ًٕعٌ ظت حٕٔٛجٌّاح.  
 
 
 Conflict 
with peers 
Yes, there was a problem. 
There was girl who said to me 
ذ جذعال دٕت ٖذدٚ ٍٗف ٌٖٛإًتزى , 
 ذل أأ ىرد حٍٍّع دٌٛع ذل أأ دٌال
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‗you are a liar.‘ She told me 
that she had surgery before 
and I told her so did I… The 
next day she went to my little 
sister in grade 3 and asked her 
whether I had surgery or not, 
and my sister said no. She 
[Rim‘s sister] was little and 
did not know about anything. 
Then this girl believed my 
sister and said I am a liar and 
then we fought and swore and 
she caught my hand...Her 
mother made a mistake when 
she said my mum came and 
rebuke her daughter, and it 
was not true; my mum did not 
come. (Rim, interview 3b, 14 
May, 2014) 
 
 
Nada ripped her exercise 
book, and wrote on it and put 
it on my desk. After the lunch 
break she [Nada] came to me 
and asked me, ―Rim did you 
rip my exercise book‖ and the 
other girls said, ―Is that your 
hand writing‖ and I said, ―no 
it isn‘t, my handwriting, this 
is legible and my handwriting 
is not legible.‖ (Rim, 
interview 3b, 14 May, 2014) 
 
 
 
 ٚ ًِٔٛٛٔ دٌٛل فٍو دٌال دٌٛع
 دداس .ةٍؽ دٌال حفشغٌا ًٍٔٛخد
 جشٍغظٌا ًرخا دٌأعٚ ًٔاثٌا ٌٍَٛا
 اٙتٚد ٗفساع ِٛ ٍٗ٘, لا دٌال
 ِٛ ًرخأ  ٍٗ٘ عتاس حٕع جشٍغط
 لاٚ ٌٗاعِ خذعل اِ اٙٔلأ ءًش حّٙف
 ... ءًشت يسذذ لاٚ ٌٗاعِ دداس
ٌا دِال أشط ٌٓذعت اٙرلذط دٕث
  يذٌ هغّذٚ ةغٔٚ ةغٔٚ بساؼرٔ 
  ْإ دٌال اِٙأ ْإ ؾٍغ ا٘ذٕع ً٘ ...
 خءاج  اِٙأ دٕثٌا دئض٘ اِ ًِأٚ
.خءاج 
 
 
 
 
 
 
 
 
 
 
 
 حٌٚاطٌا ىٍع اٙرطدٚ اٙرمش ً٘
 حذغفٌا ذعت دٍج ٌٓذعت  دثروٚ
 ًٌا ِدٔأ ٌُس دٌال قٛف دعٍؽٚ
ٚ از٘ ًرعطلأ ِدٔ  از٘ خإثٌا ٌٛالٚ
 ةذشِ ِٛ شٍغ ًطخ لا دٌٛل هطخ
 ٍٗف ًطخ از٘ يٛؽ ىٍع فٚشذٌا
شثعتج. 
 
 
 
 
 
 Involvement 
in peers‘ 
problems 
We are friends, but they 
create problems with others, 
and they make me hate those 
situations. If anyone touches 
them, they start swearing 
straight away. And when they 
start swearing, Rama and I 
leave and will not stay with 
them because if other girls see 
us with them, then they will 
think and say that we are 
swearing too. And there was a 
girl who saw me and Rama 
with Hebah [one of Faten‘s 
closest friends, who created 
the conflict], and we were told 
that Hebah said, ‗Even Faten 
was with us in this conflict‘. 
(Faten: Interview 1, 24 April, 
 إو إدا ذداٌٛا اٛ٘شىٌ ًٕعٌ
 ِٓ خاثداطأ ٌٛ ًٕعٌ اٍّٛعٌ اٌٙٚ
 ُٙىغِ ظت ًٕعٌ ٍُّٙع ظت ذدا ْاو
 ُ٘اسٚ ِٓأ ِدٔا يٛؽ ىٍع ءًش ٚ
 ًثذ شٌاأٍثغ ِدٔ ح ٌٗا يسذِ
ف .ذداٌٛا ٛثٍغثغٌإ ازو يٛمذ اٌّ إد
 ذعمٔ اِ حٚشٔ يٛؽ ىٍع ْاِاس ٚ أأ
 ْاشع ةع ةغذ اِ دلٚ ًٕعٌ اٙعِ
 اٛفاش ٌٛ اٌٛٛمٌ خإثٌاأ ُىٍو اٛرٔ
 إرفاش دٔاو دٕت ًف ٌٓذعت .ٛثٍغثغذ
 ًٕعٌ ٍٓفلاٚ خإت ٍٗف ... ٗث٘ عِ إو
 ٌُٙ دٌال ٗث٘ إٌ ٍْٛمٌ ٚ ٗث٘ عِ
.إعِ دٔاو ْإفا ىرد 
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2014) 
 
―Asmah pulls my hair and my 
uniform, and she talks to me 
during class. And one day the 
teacher scolded us and 
expelled us from the class 
because of Asmah. She 
always creates problems‖ 
(Hana, interview 2. 27 April, 
2014). 
 
 
 ًٌذشذٚ يشعش ًٌذشذ ًٍعأ
 ًٍّٕىذ ذعمذٚ ٍٕٓد يٛمذٚ يٌٛشٌّا
شِ ٚ حظذٌا ًفج لأا ذلٚ إرعٍؽ ىٍت
ا ِٓ إرئصا٘ ًٕعٌ خط ًٍعا ةثغٌ
 حٍىشِ يٛغذ فشعذ ةذذ اّئاد ً٘
.خإثٌا عِ 
 
    
 
